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Problem
Many historically Black colleges and universities (HBCUs) are experiencing
major challenges in meeting accreditation requirements. Without good accreditation
status they are in jeopardy of losing student enrollment and facing closure. Concern about
accreditation has become a growing topic of interest within the African American higher
education community. This study explored the topic by looking at some of the historical
origins of the accreditation movement in HBCUs. It uses various experiences of two
higher education organizations to detail some of the original challenges and the impact on
HBCUs from regional accreditation. It focuses on HBCUs through the time period 19201940. This time period was selected as it is considered a crucial time for two premier

colleges selected for this study. Tuskegee Institute and Atlanta University modeled the
industrial and classical curriculum, respectively. These two curriculum models were the
most common models utilized in HBCUs.
Understanding the role that accreditation may have played on HBCUs and their
curricula, particularly teacher education programs, is critical when one considers the farreaching influence African American teachers had on their community. Analyzing the
interaction of the regional accreditation organization, the Southern Association of
Colleges and Schools (SACS), and the approval processes of these schools highlights the
forces shaping these schools, these teachers, and later their community. The role of
accreditation in this process, primarily regional accreditation, will be specifically
detailed.

Method
This study used a problem-oriented historical approach to research. It formulated
a question generally prompted by reading secondary sources in a historiography, then
evaluated primary sources in order to draw conclusions for this initial reading. While the
purpose, statement, and objectives emerged from an extensive review of the literature, the
historical method was utilized and the research stayed close to primary and secondary
data sources related specifically to HBCUs and higher education.

Results
The accreditation process was a catalyst for curricula changes in the teacher
education programs at Tuskegee Institute. Furthermore, social, economic, political, and
racial hegemonic forces were apparent in these curricula changes at the institution. The

impetus for curriculum changes at Atlanta University ranged from meeting student and
African American community needs to remaining current with national educational
trends. Although governmental, state, and private organizations urged HBCUs toward the
vocational curriculum, regional accreditors such as the Southern Association of Colleges
and Schools (SACS) did not endorse a particular curriculum model.

Conclusions
First, accreditation standards influenced the Tuskegee Institute’s teacher
education curriculum. Second, Tuskegee employed the accreditation movement to
strengthen the academic curriculum of the teacher education program which allowed
them to avoid pejorative repercussions by not strictly adhering to the Tuskegee-Hampton
curriculum model, an education that combined cultural uplift with moral and manual
training. Third, accreditation did not influence schools to adopt any particular curriculum
model. Fourth, economic, social, and political realities provided an impetus for the
adoption and maintenance of the Tuskegee-Hampton curriculum model. Significant
federal, state, and private funding directly impacted the teacher education program at
Tuskegee. Finally, social motivations such as the needs of the African American
community and norms of educational practices influenced teacher education curriculum
changes at Atlanta University.
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CHAPTER 1

INTRODUCTION

General Introduction
Various socially, economically, and politically infused ideologies flourished at the
end of the reconstruction era and continued through the early twentieth century. The
educational arena provided fertile ground on which to wage these ideological wars. The
reconstruction era was a brief yet pivotal part of American and African American history,
lasting from 1865-1877, during which the question on how to deal with all aspects of the
lives of former slaves, including their education, emerged. Historically Black colleges
and universities (HBCUs) proliferated throughout the South in response to the need for
education.1 Different types of higher education institutions developed. Curriculum
debates ensued around the best curriculum models for American institutions of higher
learning. These debates revolved around varied issues including regional and racial
differences.
R. P. Harris and H. D. Worthen stated that land grant colleges began in 1862 with
the Morrill-Wade Act. They offered a wider range of education for students geared
toward industrial and agricultural work. The Morrill-McComas Act of 1890 extended the

1

Renee F. Cooper, “Reconstruction and Education: Voices from the South, 1865-1871,” Prologue
27, no. 2 (1995): Abstract.

1

establishment of these schools for Negro youth.2 In addition to these, several other
external factors affected American education at the turn of the twentieth century. Various
legislative and economic issues complicated the decision-making process including the
rise in immigration and industrialization. These issues provided an additional dimension
of social and economic fear about immigrants who some feared would take industrial
jobs.
Christopher Matthews, in his research on the Gilded Age, described this as a time
in the late nineteenth and early twentieth centuries that was marked by economic
prosperity and unprecedented growth of commerce in the US. It was characterized by the
increasing rigidity of class structure revolving around hierarchical economic relations,
but defined by racial and ethnic identifications.3 Though this age introduced prosperity
for the rich, immigrant and minority groups continued to struggle and search for a way to
improve their economic circumstances. He also stated that during this era, the American
economy was transformed from a largely rural agrarian economy to a booming industrial
economy.4 Drastic changes to the American landscape were taking place as the twentieth
century grappled with even more challenging issues such as World War I. Then, in the
late 1920s and throughout the 1930s, the experience of the Great Depression was a

2

Rosalind P. Harris and H. Dreamal Worthen, “Working through the Challenges: Struggle and
Resilience Within the Historically Black Land Grant Institutions,” Education 124, no. 3 (Spring 2004):
447, accessed April 20, 2014, http://web.a.ebscohost.com/ehost/pdfviewer/pdfviewer?vid=3&sid=
75981b7e-d183-4f9d-8739-5f28c69d83c1%40sessionmgr4002&hid=4104.
3

Christopher N. Matthews, “Gilded Ages and Gilded Archaeologies of American Exceptionalism,”
International Journal of Historical Archaeology 16, no. 4 (December 2012): 718, accessed April 23, 2014,
http://download.springer.com/static/pdf/680/art%253A10.1007%252Fs10761-012-01995.pdf?auth66=1398296910_4cca33ad0cb7c01e200a62b73826b1e0&ext=.pdf.
4

Ibid., 719.

2

cataclysmic domestic and international economic downturn.
Accreditation arises in the midst of all of this societal turmoil. According to Roy
Edelfelt and James Raths, regional accreditation emerged as a force of standardization in
education in the nineteenth century.5 Regional accreditation associations were based on
partner memberships supported by dues, fees, and grants. William White asserted that at
the end of the nineteenth century, a plethora of issues such as a lack of secondary school
curricula, college admission requirements, and the growth of college attendance fueled
the need for educational standards in America. Prior to this time, no attempt was made to
standardize or evaluate schools.6 Accreditation associations sought to bring order out of
this chaos. These organizations and regional accreditation associations began to have a
powerful influence over colleges and universities. Their power would continue to grow
and become a significant force in higher education. They would be one of many external
forces to impact higher education in America during this time. This historical study seeks
to evaluate the impact of accreditation on two historically Black colleges and universities
from 1920 to 1940.

Statement of the Problem
Understanding the historical issues and pressures that were influencing curricula
development and modifications of teacher education programs at the crucial time from
1920 to 1940 will help us comprehend the role of accreditation on HBCU programs. As

5

Roy A. Edelfelt and James D. Raths, A Brief History of Standards in Teacher Education (Reston,
VA: Association of Teacher Educators, 1999), 4.
6

William G. White, “Accreditation of Seventh-day Adventist Liberal Arts Colleges in the North
Central Association Region of the United States, 1922-1939” (PhD dissertation, University of Reading,
2002), 3-4.

3

Cooper noted, in the late 1800s and early 1900s, the federal government distributed funds
to historically Black colleges for teacher education programs. Cooper argued that they
were to offset the desperate and inequitable educational environment created for Blacks.
It was to support pay for Black teachers. These funds were given with the assumption that
African Americans should remain relegated to domestic, vocational, and mechanical
training.7 Understanding the role of accreditation in shaping teacher education at HBCUs
during this time frame promises to assist in determining the forces that shaped Black
American education for years to come.

Purpose of the Study
The purpose of this dissertation was to conduct a historical case study on the
effects of accreditation on the teacher education curricula of Atlanta University and
Tuskegee Institute, two premier historically Black institutions of higher education,
between 1920 and 1940. Atlanta University, now Clark University, was selected due to
its strong classical curriculum model. Tuskegee Institute, now Tuskegee University, was
chosen because it was the bulwark of the industrial curriculum model for African
Americans. Another rationale for the selection of these schools was the era in which they
were accredited. Both schools received their regional accreditation from the SACS
organization in 1931 (Tuskegee Institute) and 1932 (Atlanta University). Finally, the
study sought to identify major underlying social, political, or economic motives for the
curricula changes.

7

Cooper, “Reconstruction and Education,” Abstract.

4

Research Hypothesis
The focus of the inquiry is conveyed in the following research hypothesis:
1. The accreditation process was a catalyst for curricula changes in the teacher
education programs at Atlanta University and Tuskegee Institute.
2. Teacher education programs were urged toward a particular curriculum
model.
3. Social, economic, and political forces shaped both the accreditation process
and the curricula changes of these institutions.

Importance and Significance of the Study
Preeminent historian of African American education James Anderson stated that
HBCUs received stark criticism and limited support from their inception.8 Accreditation
may have been part of that criticism. It potentially provided either a bridge or a barrier to
social and academic acceptance for minority-serving institutions. With the growing
power of accreditation as it relates to higher education, including HBCUs at that time, it
is essential to discern their effect on the curriculum choices and models for HBCUs,
especially in teacher education programs. The type of curriculum through which these
teachers matriculated would influence their social and political outlook and, later, their
approach to education.
The training that shapes the socio-political perspective of teachers is extremely
important given the influence teachers have in the lives of their students and community.

8

James D. Anderson, The Education of Blacks in the South, 1860-1935 (Chapel Hill, NC:
University of North Carolina Press, 1988), 238.

5

According to Adah Ward Randolph, African Americans were builders of the community,
along with parents and children.9 It is, therefore, necessary to understand the forces and
motivations for curriculum adoption and adaptation during the time these schools
received their accreditation, because of the potential impact they had on the African
American community. The literature review revealed a lack of available historical
research regarding the role of accreditation on historically Black colleges and universities
during this period. This research sought to fill that gap.
In The Education of the Negro (1939), noted African American historian Horace
Mann Bond shared the fact that the need for Negro teachers was great indeed during the
first half of the twentieth century. Approximately six thousand Negro teachers were
needed annually in the South due to deaths, retirement, and other factors, but on average,
four-year and two-year colleges produced only an average of 2,400 Black teachers. In
1929-1930, the state of Alabama had 210 African American teachers to replace the 500
needed that year.10 Given the racial norms of the South, historically Black institutions
produced the majority of Negro teachers. Furthermore, the African American community
needed quality teachers. Anderson posits that the Tuskegee-Hampton curriculum model,
an education that combined cultural uplift with moral and manual training, was a way to
perpetuate and maximize the promotion of racial roles. Classical training, with its focus
on liberal education inclusive of foreign languages and logic, focused on higher order
thinking and promoted the idea that HBCUs should train future leaders and professionals

9

Adah Ward Randolph, “The Memories of an All-Black Northern Urban School: Good Memories
of Leadership, Teachers, and the Curriculum,” Urban Education 39, no. 6 (November 2004): 596-620.
10

Horace Mann Bond, The Education of the Negro in the American Social Order (New York:
Prentice-Hall, 1934), 268.

6

to assist the race in gaining social, economic, and political autonomy.11 Thus, increasing
not only the number of available Black teachers, but also the professional and academic
quality of these teachers, was vital for the colored community in the South.
It is improbable that accreditation standards were free from social, racial, and
political bias. This study also examined the social, economic, or political ideology and
bias apparent in the accreditation influence on the curricula of these two schools,
especially on teacher education programs. Specific attention was given to the role
adjustments to the classical or industrial model of these schools.

Limitations and Delimitations
The main limitation of the study was locating the necessary documents. The
report specifying the reason for Tuskegee’s initial Class B accreditation rating was not
found. Locating sources was a part of the historical process, but the findings were
sometimes limited due to availability, access, and time required to find primary source
data. Budgetary constraint was another limitation to the study.
Delimitations are things that the researcher chose not to pursue. The most
significant delimitation of this study was the decision to restrict the study to only two
historically Black colleges. During that time frame, Fisk University also had a highly
regarded teacher education program. Comparing Fisk to other HBCU comparable
institutions that utilized either the industrial or classical model for their curriculum would
have been ideal; however, time and money precluded me from embarking upon such a
large study.

11

Anderson, The Education of Blacks in the South, 1860-1935, 239-240.

7

Resistance Theory
While historical methods guided this story, the guiding conceptual framework is
the Resistance Theory. There are various definitions for this theory. K. K. Abowitz
purported that resistance theories were useful to explain the way in which marginalized
groups advocate for improved treatment relative to their position in an institution. In an
educational context, resistance illuminates how working class groups and marginalized
people struggle against the norms or authority that work against their perceived best
interest.12 This perspective on resistance theory will serve as the foundation for this
study. Ways in which African Americans resisted the hegemonic forces which sought to
keep them confined and restricted to previously established subservient economic,
political, and social norms will be explored.
In a poignant discussion on resistance theory, Luis Moll made the profound
assertion that “power never goes unchallenged; it always produces friction, resistance,
and consternation.”13 Nicholas Burbules echoed this sentiment in A Theory of Power in
Education by stating that resistance is always a possibility.14 In his discourse on
resistance theory, a pioneer in critical pedagogy, Henry Giroux, described resistance as
an ideological construct as he examined the relationship between school and the wider

12

Kathleen Knight-Abowitz, “A Pragmatist Revisioning of Resistance Theory,” American
Educational Research Journal 37, no. 4 (Winter 2000): 878, accessed April 23, 2014,
http://aer.sagepub.com/content/37/4/877.full.pdf+html.
13

Luis C. Moll, “Rethinking Resistance,” Anthropology & Education Quarterly 35, no. 1 (March
2004): 126.
14

Nicholas C. Burbules, “A Theory of Power in Education,” Educational Theory 36, no. 2 (June
1986): 101.

8

society.15 The resistance theory was used to explain how African American institutions
rejected the attempt by the dominant social, economic, and political forces to confine
them to menial second-class career tracks. It illuminates how African American
educators, by adopting the classical curriculum model for their schools in the South,
manifested a form of social resistance. In addition, this research study also investigates
ways in which resistance was manifested even by some HBCUs that adopted the
industrial curriculum model. More discussion on this will be provided in chapters 2 and
4.

Definition of Terms
Historically Black college and university (HBCU): A minority-serving higher
education institution developed for African Americans.
Accreditation: The process of acceptance of institutional membership which
requires compliance to organization guidelines and recommendations.
African Americans: Individuals of African descent who were born in the United
States of America.
Curriculum: A course of study that includes the scope and sequence of classes to
complete a program.
Industrial curriculum: A curriculum which endorsed the development of trades or
skills for manual labor in agricultural or mechanical fields.
Classical curriculum: A model that endorses Latin, Greek, and mathematics in

15

Henry A. Giroux, “Theories of Reproduction and Resistance in the New Sociology of Education:
A Critical Analysis,” Harvard Educational Review 53, no. 3 (Fall 1983): 285.

9

preparation for professional employment.
Tuskegee-Hampton model: An education that combined racial uplift with moral
and manual training.

10

CHAPTER 2

LITERATURE REVIEW

Introduction
This literature review discusses trends, reactions, and movements in the historical
context of the New South from the 1920s to the 1940s. It also reviews curriculum at large
and higher education curriculum models for African Americans. It then summarizes
prevalent educational theories which may have served as the impetus for these debates. It
also attempts to identify key players and proponents of various ideologies which
influenced African Americans, particularly those residing in the South. In highlighting
the known elements of this subject, it also demonstrates the gap in research that this study
attempts to fill.
Literature was collected from a variety of sources. The ERIC, SAGE, and EBSCO
American History and Life educational and historical databases were accessed through
the James White Library at Andrews University. ProQuest was used to research
dissertations on related topics or processes. Keywords for searches included
Reconstruction, New South, classical and industrial curriculum, accreditation, Negro
education, Booker T. Washington, W. E. B. Du Bois, and HBCUs. The autobiographies
of Booker T. Washington and W. E. B. Du Bois were read as well as books on the New
South and education.
Certain pertinent yet non-peer reviewed information was included, such as articles
11

and information derived from websites. Recent scholarship for this topic would begin
around the 1980s since a rich array of scholarship ranging from the Negro in the
twentieth century to the Civil Rights movement proliferated during this time. Though
great effort was made to utilize sources from 1980 to the present, seminal works that
predate that time frame were included. Inclusion of important reports and articles from
the US Department of Education and publications such as the Crisis published by W. E.
B. Du Bois from that era help to depict authentic voices and experiences from the
period.1 Historical research limits its discussions to the time frame being examined in the
study. Due to the interdisciplinary nature of the study, discussions about the accreditation
process or the potential impact of accreditation on these schools and their curricula in the
future were omitted.

Historical Context
New South
The reconstruction era was a brief, yet pivotal part of American and African
American history. Though reconstruction lasted only from 1865-1877, Blacks made
important political, social, and economic strides, which later allowed them to actualize
full civil rights during the Civil Rights Movement. According to Cooper, the end of the
reconstruction era gave rise to the New South, which was also marked by racial tensions
and some redrawing of Southern social roles.2

1

“History,” The Crisis Magazine, accessed October 13, 2013, http://www.thecrisismagazine.com/
history.html. The Crisis was a publication conceived and nurtured by Du Bois. “It will first and foremost be
a newspaper: it will record important happenings and movements in the world which bear on the great
problem of inter-racial relations, and especially those which affect the Negro-American.” Ibid.
2

Cooper, “Reconstruction and Education,” Abstract.

12

Ayers contended that the New South began in the mid to late 1870s when biracial
reformist groups were replaced by conservative White Southern Democrats after the
failure of reconstruction. According to him, Southern Democrats came to be known as
the Redeemers as they “redeemed” southern states from Republican power.3 Ayers also
alluded that the New South was not indicative of a geographical location and lacked a
clearly designated period of time. This comment refers to the nebulous nature of this
term. Though it is widely used in historical writings to refer to the social, political, and
economic time period, a clearly defined time frame and geographical location has not
been clearly established.
One of the foremost historians on Southern history, Comer Vann Woodward,
provided additional insight into the politics and economics of the South by highlighting
the surface appearance of unity during the New South which removed some Southern
peculiarities while giving rise to others. He informed that by 1880, small farm ownership
for African Americans nearly doubled, while the average farm size was cut to less than its
previous size.4 Though the reality of land ownership may have been true for Whites,
Black people were losing the little land they acquired during and immediately after
reconstruction during the New South. Most Negroes were circumscribed by the farm, but

3

Edward L. Ayers, The Promise of the New South: Life after Reconstruction (New York: Oxford
University Press, 1992), 8-9, accessed October 15, 2013, http://books.google.com/
books?hl=en&lr=&id=ucStjpCXLxoC&oi=fnd&pg=PR11&dq=new+south&ots=vhznseZ2Fb&sig=ue69p
MfVJMv0JefNKeCkkHdIO6s#v=onepage&q=new%20south&f=false.
4

C. Vann Woodward, Origins of the New South, 1877-1913 (Baton Rouge, LA: Louisiana State
University Press, 1951), 171. C. Vann Woodward is one of the foremost historians on Southern history.
Origins of the New South 1877-1913 is the 9th volume of his seminal work entitled A History of the South.
Ibid., ix-x.

13

most Negro farmers “were farmers without land.”5 Land loss was far from the only
problem encountered by Blacks during this time. Racial discrimination appeared to be
mounted in direct proportion to the tide of political democracy among Whites.
Woodward delved into the codified practices of reconstruction and confirmed that
Jim Crow laws were on the statute books of Southern states.6 According to Lawrence
Prescott, Jim Crow codified social norms in practices that relegated Negroes to
subservient and inferior social and civil status. He also stated that between 1870 and
1885, Southern states legislatively banned interracial marriages; mandated separate
railroad coaches, waiting areas, and restrooms; and established separate schools for
Blacks and Whites.7 These Jim Crow sanctions were heavily enforced throughout the
South though the manifestation of these varied practices. Inequality and limited access to
education have longed plagued the American educational system. The thirteenth and
fourteenth amendments in conjunction with the 1890 Morrill Acts, the Civil Rights Act of
1865, and Plessy vs. Ferguson (1896) helped to establish the right for Blacks to attend
public institutions of higher education.8
While legal changes were occurring regarding access to education, other factors
affected African Americans early in the twentieth century. The Great Migration, a
massive relocation movement of Southern Blacks to the North, is commonly seen as the

5

Woodward, Origins of the New South, 1877-1913, 205.

6

Ibid., 211.

7

Laurence E. Prescott, “Journeying through Jim Crow: Spanish American Travelers in the United
States during the Age of Segregation,” Latin American Research Review 42, no. 1 (February 2007): 6.
8

John B. Noftsinger Jr. and Kenneth F. Newbold Jr., “Historical Underpinnings of Access to
American Higher Education,” New Directions for Higher Education 2007, no. 138 (Summer 2007): 9.

14

most comprehensive domestic demographic shift. In their discussion of this migration,
Stewart E. Tolnay, Kyle D. Crowder, and Robert M. Adelman explicated that oppressive
racial practices and economic realities were a catalyst for the Great Migration. This
migration began around 1910 and continued to ebb and flow until the 1970s. The authors
stated, “This massive exodus, commonly known as the Great Migration, created a
significant demographic racial shift. In 1900 81% of all Blacks lived in the South and
80% of those resided in rural areas. By 1970 over 50% of Blacks lived in the North with
80% of them living in cities.”9
World War I also helped to intensify this demographic shift. Maria Sakovich
observed that World War I politics reduced the number of Europeans eligible to work.
She stated that the presidential proclamation of April 6, 1917, created the “alien enemies”
practice which detained men and women born in Germany and the Austro-Hungarian
Empire at Angel Island in California’s San Francisco Bay.10 There were other political
restrictions that encouraged African Americans to move north during this time. In her
research on women in the Great Migration, Katherine Curtis White explained that the
Black migration increased during World War 1 due to immigration restrictions of many
European low-wage workers in the North in conjunction with the mechanization of
agriculture, the devastation of the boll weevil infestation, and Jim Crow laws in the
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South.11 Many Black men and women took advantage of the opportunity of the workforce void that World War I created and moved north in the hopes of gaining upward
mobility. African Americans also relocated for social and economic advantages. Tolnay,
Crowley, and Adelman argued that Southern migrants gained more and superior
education compared to their Southern counterparts.12 Many Blacks in the North and
South saw education as the key to financial and racial uplift. The push for education as a
means of progress has long been a part of the psyche of African Americans in this
country.
The Great Depression, which is associated with the stock market crash on October
29, 1929, is commonly known to have had a cataclysmic detrimental effect on the
American economy. Murray Rothbard explicated that the Great Depression lasted for
eleven years and was even more devastating due to the high unemployment rates. The
depression triggered the largest US economic downfall for more than a generation. By
1931, unemployment had surpassed 20 percent and remained above 15 percent until the
beginning of World War II.13 The Great Depression intensified the struggles of Black
people in America.
According to Lashawn Harris, African Americans were already plagued with high
poverty and unemployment rates, low wages, poor living conditions, and racial
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discrimination prior to the economic collapse of the Great Depression. This calamity
further exacerbated the less than ideal social conditions in the Black community. She
further asserted that hopes were raised due to President Roosevelt’s New Deal programs,
but were later dashed by the discriminatory practices of governmental agencies
particularly in the South. She concluded that disenchantment resulted because of these
conditions which pushed many Black men and women to engage in activities such as
joining the Communist Party.14 The Great Depression only deepened the racial and
economic schism.
Despite this disastrous effect, it seems that this event introduced some positive
results, especially as it concerned education. William Jeynes described the conditions of
education during the Depression. He asserted that despite major cutbacks in education,
both students and schools responded well during these times and reported widespread
successes. Cutbacks challenged schools to operate more efficiently and student academic
achievement increased. He cited four major educational contributions of the Great
Depression. First, there was an increased appreciation for education due to economic
difficulty. Second, people began to view education as a way out of hard times. Third, the
Depression caused people to reevaluate their priorities, propelling many into fields, such
as teaching, where they felt that a contribution to society could be made. Finally, during
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the Great Depression, teacher salaries remained fairly stable, which attracted more
qualified people to the field.15
Anthony Baxter made a relevant connection between education and the Civil
Rights movement by explaining that equal access to education culminated in the Civil
Rights movement and was the “pearl of great price.”16 In his research on the Civil Rights
movement, Leland Ware revealed that education became the perfect platform from which
political activists launched successful campaigns against the suppression and
subordination of African Americans and other people groups. Ware credited the
“equalization strategy” of the National Association for the Advancement of Colored
People (NAACP) as the true catalyst that would lead to the successful defeat of racial
discrimination. He stated:
In this 1934 memorandum, Houston proposed what would become the NAACP’s
equalization strategy. This approach would be carried out over the next several years
in hundreds of cases and would ultimately result in the reversal of the Plessy
doctrine. . . . However, Houston believed that the Supreme Court was not prepared to
respond favorably to a direct challenge to Plessy. . . . Focusing on education, Houston
proposed a series of lawsuits demanding that states comply with Plessy by providing
equal allocations of financial and other resources for black students in segregated
schools. This would be followed by a second series of suits demanding equal salaries
for black teachers.17
In the midst of this social, economic and political turmoil, a curriculum debate
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ensued between those who promoted either the classical or industrial curriculum for
American institutions of higher learning. Though this debate included HBCUs as well as
predominantly White-serving institutions (PWI), it would have much deeper implications
for Blacks and the institutions that sought to educate them; these models were endorsed
by many as appropriate for collegiate-level education.

Education in the South
Education for the Blacks was a common issue throughout the South after
reconstruction and during the New South. Many individuals of both races saw the need
for racial uplift through education. According to Abraham Blinderman, the debate
surrounding the education of Black men and women after reconstruction was closely
aligned with the suffrage movement. He purported that evidence of this is conveyed in
reconstruction novels such as Albion W. Tourgee’s A Fool’s Errand. He included the
following poignant comment from the novel, “Let the nation educate the colored man and
the poor White man because the nation held them in bondage, and is responsible for their
education; educate the voter because the nation cannot afford that he should be
ignorant.”18 The understanding of the need for a literate workforce became more
prevalent during this time and different forms of institutions of higher learning became
more popular.
According to Harris and Worthen, land grant colleges began in 1862 with the
Morrill-Wade Act and offered a wider range of education for students geared toward
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industrial and agricultural work. The Morrill-McComas Act of 1890 extended land grant
colleges for Negro youth.19 According to Hyman,
One major difference between the land grants established through the Morrill Acts of
1890 from those of 1862 was an emphasis on teacher training. It was the goal of the
black land grants to fill the need for more qualified black teachers because many of
the private black institutions focused on pure liberal arts. While the black land grants
differed in mission and funding, they were still successful in providing new and
improved opportunities for African American students.20
This new mission and funding would have a strong emphasis on vocational
education and teacher training programs. The 1890 land grant colleges placed heavy
emphasis on agrarian and domestic training for HBCUs and other minority-serving
institutions. Discrimination in the form of Jim Crow laws and other subtle practices
necessitated a greater need for teacher training programs to provide various people
groups with well-trained teachers to educate those groups in a way that was culturally and
socially acceptable.
In 1916, the United States Office of the Department of Education embarked upon
an extensive study of Negro education in America. The main purpose of the study was to
provide an impartial view of the status of Negro public and private schools. Dr. Thomas
Jesse Jones was the principal investigator. In this seminal work published in 1917, Jones
provided his summary of needs for Negro schools in Alabama. His observation of
educational needs included strengthening and extending the elementary school system;
increasing teacher training facilities; increasing instruction on gardening, household arts,
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and simple industries; and establishing industrial high schools in the cities.21 The list of
recommendations for the state of Georgia was identical to the list for Alabama.22 The
conclusions promulgated by this report likely had its root in the historical development of
industrial education for Blacks in the South.
Powerful Southern men were essential to the spread and emphasis on certain types
of vocational education for Blacks. The actions of key players were evident at this time.
According to Kelley, the three most influential White men in the South regarding
industrial education were Samuel Armstrong, Jabez L. Curry, and Atticus G. Haywood.
History would prove Samuel Armstrong to be the most powerful of the three with regard
to the Negro. Armstrong founded Hampton Institute in 1868 as a response to the looming
“Negro Question.” Armstrong considered untrained Blacks an economic liability to the
South and believed that industrial training or industrial education could give the newly
freed slave an idea about the dignity of labor.23 The real staying power of Armstrong was
his role as a mentor for Booker T. Washington. Tuskegee would strongly shadow the
practices and values of Armstrong’s Hampton Institute. Raymond W. Smock, noted
Booker T. Washington biographer, expostulated that Samuel Armstrong recommended
the appointment of Washington as the founder of Tuskegee.24 Education is an essential
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vehicle for the transmission of values. Michael Apple stated that transformations in the
content and structure of education have lasting effects on the dispositions and values and
who we think we are and on who we think we can become.25
Kelley also argued that Southern Blacks as early as 1871 called for a plain,
practical and affordable system of public education. He stated, “Apathy and despair were
the tenor of the times for African Americans in Alabama.” Many Black men and women
in Alabama perceived the impending loss of political freedom and, therefore, saw
education, particularly industrial education, as a ray of hope. Booker T. Washington
turned his full energies toward industrial education, rather than politics. The “Tuskegee
experiment” was the pragmatic experimentation that became popular during this time.26
Since the end of the reconstruction era in 1877, Blacks faced economic problems
in addition to the loss of civil rights. Different states experienced diverse realities as it
related to social and racial practices.27 Stephen Budiansky recounted the violence that
took place in Alabama during reconstruction. He stated that during the period from 18651877, more than 3,000 Blacks were murdered throughout the South and by 1874, terror
had successfully overturned gains during the earlier years of reconstruction in Alabama.28
These terror tactics worked to stay and even reverse the progress made by the former
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slaves since emancipation. For example, Woodward explained that the landless farmer
worked for shares of the crop while the owner often furnished tools and other supplies.
The owner supplied land and took from one-fourth to half of the crop, depending on the
amount of supplies that were provided.29 Unfortunately, this practice known as
sharecropping was not limited to that state. Sharecropping created a new form of
economic oppression. It established a new system of indebtedness which trapped many
Black agricultural families and decreased economic opportunities for many Blacks. The
sharecropping system increased the need for trained agrarian workers who could fill the
economic needs of the South while passively conforming to the inferior social and
political status of the Negro.
Kelley further reported that Curry, a proponent for universal education, also
championed the cause of industrial training for the Negro. In 1881, Haywood was
appointed as the general agent of the Slater Fund, which was started by John F. Slater,
and had the express purpose of uplifting the emancipated population of the Southern
states.30 Noted Booker T. Washington autobiographer Raymond Smock purported that
the Slater Fund not only endorsed the industrial curriculum for Negro education, but also
viewed it as the path to race uplift.31 Vocational education certainly assisted newly freed
slaves so accustomed to agrarian work with the potential to make a better living doing
what was already familiar. However the emphasis on vocational education focused on the
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Tuskegee-Hampton model. As previously stated, this curriculum focused on hard work
and placed little value on academic development.
Kelley elaborated further about the racially charged economic practices in the
South. For example, Alabama was infamous for the criminal convict lease system, a de
facto “slave labor system,” which provided slave-like labor to White employers, who did
not compensate the laborers. Black men and women were disproportionately imprisoned
longer for petty crimes. The advent of industrial training for African Americans in this
area appeared to be a blessing. Industrial education in Alabama was built around race
issues and Black educators could scarcely risk offending those in power.32 The
encouragement of the industrial curriculum for Blacks had not only a subservient class
maintenance agenda, but also an economic agenda. African Americans who experienced
any legal infraction were utilized by this system for capitalistic gain. It was in this
system’s best interests to ensure that all Blacks had some industrial training that could be
used to serve the racist power structure directly as manual or agricultural laborers or
indirectly through the pseudo penal convict-lease program.
Smock provided greater insight into the cultural and racial climate in Alabama at
the end of the twentieth century. He shared the fact that Macon County was an extremely
poverty-stricken section of Alabama in 1881 with about 13,000 Negroes and 4,600
Caucasians.33 White business owners had reservations about building Tuskegee, but were
driven by the economic opportunity it presented. Notwithstanding, other Whites feared
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that educated Black men and women would leave in search of better employment
opportunities.34 Other realities likely accompanied the reservations to build the school.
James Glaser stated that the Deep South was heavily populated with Blacks. This area
was the most rural and was comprised by the most uneducated, oldest, and most native
Whites.35 Fear by the uneducated, rural, and poor Whites, coupled with the economic
interest of the agrarian elite, formed a power rationale for curtailing or confining the
progress of Blacks in this area. He further stated that Tuskegee was the premier industrial
Negro institution of higher education. Founded on the Fourth of July in 1881 by an act of
the Alabama state legislature, Tuskegee sought to meet the needs of the masses of Black
farmers in the Alabama Black Belt region. Ronald Wimberley classified the Black Belt as
Southern counties with high concentrations of Blacks.36 The institution made tremendous
strides under the leadership of Booker T. Washington. Tuskegee maintained that the great
majority must live by tilling the soil thus training and education in this area was of the
utmost importance. A. W. Jones reported that approximately 57% of Blacks were literate
in 1890 and only about 120,000 Black farmers owned the land they farmed.37
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Academic historian Louis R. Harlan focused his research on the life of Tuskegee
Institute founder Booker T. Washington. He noted that Tuskegee began with an average
attendance of thirty-seven anxious students. During the first month, they met in a shanty
joined to the African Methodist Episcopalian Zionist (A.M.E.Z.) church. Washington was
the only teacher.38 The students made the bricks that built the buildings at Tuskegee,
modelling Negro industrial education in the South. Samuel Chapman Armstrong began to
use his influence to provide Washington with fund-raising opportunities in the North.39
R. E. Zabawa and S. T. Warren reported that the earliest Black newspapers aimed
at reaching Alabama’s rural Black population began in the 1890s, but were short-lived.
The most successful papers came from Tuskegee under the impetus of Booker T.
Washington and the Tuskegee Institute between 1905 and 1965. The Black agricultural
press was essential in the education of rural Negroes and helped overcome rural
isolation.40 Newspapers became an important means of education and communication for
the highly illiterate agrarian population. Education for Negroes affected many aspects of
the life of the Negro, expanding the way in which the word and meaning of the term
“education” was perceived within the Black community.
Georgia, like most Southern states, faced unique challenges with regard to race
and equality. Anderson reported that in 1865, the Georgia Educational Association was
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established by Black educators with three primary goals: to supervise schools throughout
the state, to establish school policy, and to raise funds for education.41 S. R. Wright’s
research on Georgia from 1875-1900 found that African American schools played a
pivotal role in the Black community in Atlanta, Georgia. These schools became important
centers for the community. In Georgia, life in the New South had flagrant discriminatory
practices such as the “grandfather clause,” which deemed that only individuals whose
grandfather had the right to vote in 1865 were eligible to vote in the future. This legally
sanctioned clause significantly curtailed the voting potential of Southern Blacks. Through
overwhelming challenges, African Americans in Georgia voted to take over control of
Black colleges from White missionaries and philanthropists. Despite the Black
communities’ monetary contributions, the fear that their voices would remain unheard
fostered a fervor to obtain autonomy for Negro schools.42 Immediately following the
Emancipation Proclamation, Black people in Georgia were intentional about gaining and
maintaining control over Black education.
Wright further explained that Black leaders organized community protests to gain
educational control. Baptist Pastor Emmanuel K. Love championed the cause of the
establishment and supervision of a Negro-operated school. As the spiritual leader of the
First African Baptist Church of Savannah from 1885-1900, the largest Black church in
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the state with a congregation of 5,000 members, Love wielded considerable power.43
Historian, scholar, and political activist Clarence A. Bacote revealed that several Black
political leaders helped to transfer Black education to the control of Black people. For
instance, Councilman William Finch fought to establish public schools; Chief Justice Joe
Brown of the Georgia Supreme Court lauded the educational and economic attainments
of Blacks through Northern-supported Negro colleges.44 The economic and political
power of Blacks of this caliber empowered African Americans in certain parts of Georgia
to be more militant and confrontational in their response to the end of reconstruction.
Public schools in the South are largely attributable to the push of these African American
activists.
Many African Americans in Georgia struggled to gain ownership of their
education and struggled to maintain their own homes and lands. In his discussion on
Blacks in Georgia during reconstruction, Paul Alan Cimbala explained that a small group
of farmers along the Savannah River fought to maintain the lands acquired through
reconstruction. Unfortunately, their fight was futile and the lands were soon returned to
the former plantation owners.45 On July 5, 1870, Georgia Negroes celebrated the passage
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and signing of the Fifteenth amendment with a large parade. Despite the significant gains
and freedoms some Blacks in Georgia experienced, racism was alive and well throughout
the South. As late as 1871, Atlanta public schools were still reserved for White children.
It was not until February 1872 that the Atlanta Board of Education began supporting two
Black schools.46
In addition to changes in elementary and secondary schooling for Blacks,
development of higher education also took place. Atlanta University, currently known as
Clarke Atlanta, was “founded in 1865, by the American Missionary Association, with
later assistance from the Freedman’s Bureau. . . . Before consolidation [in 1940, it was]
the nation’s oldest graduate institution serving a predominantly African-American
student body.”47
Clark College was founded in 1869 as Clark University by the Freedmen’s Aid
Society of the Methodist Episcopal Church, which later became the United Methodist
Church. The University was named for Bishop Davis W. Clark, who was the first
President of the Freedmen’s Aid Society and became Bishop in 1864. . . . For
purposes of economy and efficiency, during the 1930’s, it was decided that Clark
would join the Atlanta University Complex. While students on the South Atlanta
campus fretted over final examinations in the winter of 1939, work was begun across
town on an entirely new physical plant adjoining Atlanta University, Morehouse
College, and Spelman College.48
The school is named after Bishop D. W. Clark. Bishop Gilbert Haven procured
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400 to 500 acres of land in Atlanta to which they moved the school in 1872. Because
schools established for Negro education were few, the enrollment, as at other colleges,
included pupils of all ages. He also noted that, although secondary students attending
college was not uncommon, the limited number of available schools for Blacks made the
need more pressing for the Black community. Clark functioned as an elementary and
secondary school and as an institution of higher education. Both Tuskegee Institute and
Atlanta University offered elementary and secondary schools increased access to
education for Black people. As late as 1915, the college had a large enrollment of
elementary students. In 1940, Clark was included in the Atlanta University affiliation and
was renamed Clark College.49
Atlanta University wielded tremendous power and influence within the African
American community. W. E. B. Du Bois established the scholarly publication Journal of
Negro Studies at Atlanta University. He asserted that any study conducted on the Negro
between 1896 and 1920 probably depended to some degree on the studies conducted at
Atlanta University. From the 1890s to the 1930s, this institution was the only institution
in the world conducting large-scale studies on the Negro.50
This University would also distinguish itself in other ways. Atlanta University
was a model of resistance against the oppressive laws and norms of the South. This
institution did not uphold or practice any form of racial segregation. Black and White
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faculty and staff shared the same quarters and shared the same dining facilities. In fact,
Atlanta University rejected state appropriations during the early part of the twentieth
century so that it would not have to conform to state mandates on segregation and
curriculum. Rather than succumbing to the popular notion by many Whites that the
industrial curriculum was best suited for the Negro, Atlanta lost the opportunity to gain
additional financial support by refusing to adopt it, although industrial courses were
offered at the institution.51 This will be explicated later in the findings section of this
dissertation.

Curriculum
Having explained some of the geographical and educational contexts of the study,
some attention is given to the nature and role of curriculum in this discourse. Because this
work delves into the role of accreditation in changing the teacher-education curriculum, it
is necessary to explore its social and educational components including definition, social
influence, and history. Fenwick English defined curriculum from a historical perspective
as any document or plan that exists in a school or school system as it relates to teaching
and methods used in the process. Curriculum design is the act of creating the curriculum
while curriculum delivery refers to the act of implementing, supervising, monitoring, or
providing feedback to improve the curriculum. In an attempt to limit this discussion to
the confines of this definition, this study will focus more heavily on curriculum delivery.
English highlighted another important component of curriculum, the hidden curriculum.
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He stated that this is the one that is taught without formal recognition.52 An anachronistic
perspective on the curriculum debates involving HBCUs clearly identifies the work of
hidden curriculum at play.
One of the major curriculum theorists of the time was John Dewey. While John
Dewey called for a balanced and well-rounded curriculum, he also lauded the industrial
curriculum. He stated that manual training and commercial studies are indispensable to
life to prepare man for the most persistent and permanent occupations for the majority of
the people.53 Educational theorist Michael Apple proclaimed “that the curriculum does
not stand alone but is the social product of contending forces.”54 This statement provides
further credence for this study because it was proven that various social forces influenced
the American curriculum at the turn of the twentieth century.
The noted curriculum scholar William Pinar conveyed the fact that schools are
influenced by current social problems.55 These social problems include social trends and
socio-economic problems. Herbert Kliebard asseverated that progressive education in its
purest form saw industrial education as a means to an end. From the 1890s to the early
twentieth century the role of the school switched from the focus around the teacher to one
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focused on the knowledge and values incorporated in the curriculum.56 This switch to the
curriculum also meant a switch to the transmission of values, since teaching set
curriculum was a mechanism to teach specific values which groups deemed important.
Blinderman noted that curriculum rationalists like Albert J. Nock saw the classical
curriculum, with its emphasis on Greek, Latin, mathematics, metaphysics, English, and
history, as the bedrock of good education. Nock argued that the less rigid and prescribed
new elective system, which allowed students to take classes of interest, was the demise of
quality in the American collegiate system. The shift away from the classical curriculum
and the establishment and development of professional schools worked in conjunction
with other demographic and economic factors in leading to an upheaval in the American
curriculum as it evolved to match more industrial changes in the country.57 Many
educators began to challenge the notion of the “one size fits all” approach to curriculum.
By the 1920s, domination of the classical curriculum in American education was coming
to an end.
Blinderman further declared that a growing school of thought at the turn of the
twentieth century endorsed the idea that collegiate knowledge should equip young people
with practical skills. Blinderman articulated how pragmatists like Williams James
stressed that humans are practical beings whose minds are endowed with the capacity to
adapt to new situations.58 Curriculum debates continued to rage in the mainstream
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educational arena with new and powerful groups that entered the debate at the turn of the
century.
Industrial, political, and social changes in the country influenced the close
attention and conflict over curriculum. Immigration, the growth of the railroads,
increased domestic travel and relocation, and journalism prompted curriculum shifts.59
According to Kliebard, by the turn of the twentieth century, several ideological groups
tried to determine the direction of educational curriculum. Humanists worked to maintain
traditional education. Traditional education elevated the topics in the classics such as
Greek, Latin, and Algebra as being primary in the curriculum. The second group, the
child study movement group, wanted curriculum that was based on the natural order of
child development. The social efficiency proponents used science to create a smooth and
efficient system of education based upon the industrial factory model. Finally, the social
moralists saw education and the curriculum as the principal force in social change and
social justice. All of these forces were at work in the Negro curriculum debates, as well.
Pragmatism was a player in defining these curricular options and blending them
into an attractive option which laid the foundation for progressive education. A blend of
scientifically informed, developmentally guided education, progressive education focused
on new and innovative ways to teach. Progressive education was paramount in American
education. Michael Katz (1988) distinguished five categories which are subsumed under
the umbrella known as progressive education. These categories are:
1. The attempt to change the political control of education
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2. A reformulation of educational thought
3. The introduction of educational innovations
4. Promotion of pedagogical changes in education
5. Including scientific management into administrative practices.60
In his discussion regarding John Dewey (1859-1952), William Jeynes observed
that Dewey was extremely influential in the development and growth of the American
educational system, largely because he developed new ideas and effectively systemized
some preexisting and contemporary ideas into an educational philosophy. He credited
Dewey for bringing a liberal and child-centered approach to education although his ideas
were heavily influenced by great educators who preceded him such as Rosseau, Locke,
and Bacon.61 According to Donald Generals, progressivism sought to change society and
provide greater opportunities for democratic living. Progressives later focused on
pedagogical techniques and curricular reform. Generals further asserted that Booker T.
Washington and the Tuskegee Institute were to some the embodiment of the progressive
spirit and, yet, he is largely ignored in the discussion on progressive education.62
These philosophical debates over the best type of curriculum became regionally
charged, as well. According to Mohr, Southern, predominantly White-serving institutions
(PWI’s), particularly those in former confederate states, staunchly questioned the
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usefulness of the classical curriculum at the culmination of the Civil War. The push to
provide students with practical knowledge that would help one secure a job was a more
pressing priority. Post-Civil War Americans began to link higher education with
economic mobility and freedom, hence the curriculum that met those goals appeared to
many to be the most practical route. As curriculum became the major focus in education,
the values that curriculum was to support became increasing contested. This ideological
tug-of-war was not limited to predominantly White-serving institutions; Negro
institutions also grappled with the issue.

Negro Curriculum
Having established some of the meaning related to curriculum as well as the
broad national and historical contexts around curriculum, this section looks specifically at
African American curriculum debates from reconstruction to the 1940s. This will provide
the context and background for the investigation on accreditation and its impact on the
teacher education programs of HBCUs. I will specifically look at the classical and
industrial/vocational curriculum models largely utilized in the African American
community from the 1870s to 1940. A discourse on the mind-sets of the leading Negro
proponents of the classical and industrial curriculum for Negroes, W.E.B. Dubois and
Booker T. Washington, will ensue.
In Schooling in Capitalist America Bowles and Gintis posited that the American
educational system thrives on a premise which justifies economic inequality.63 This
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uneven playing field not only significantly decreases the likelihood of a fair game, but
actually provides a real advantage for one team and almost certain loss for another. Even
among teams of very young children, one will often hear the grumblings of real or
perceived advantage or disadvantage. With the educational stakes so much higher, it is
more imperative that the educational system in America ensure equal advantages to all
players.

Classical Curriculum
Classical training with its focus on liberal education, inclusive of foreign
languages and logic, which fosters higher order thinking, is believed to discourage Blacks
from succumbing to social and economic control by others, but rather to gain true
autonomy.64 W. E. B. Du Bois was one of the premier Negro scholars and sociologists of
his day and he endorsed this type of curriculum for Blacks. He was the first African
American to graduate from Harvard University. He received his PhD in history from the
University in 1895, which provided him with a platform for educational leadership
among Blacks. In 1896, Suppression of the African Slave Trade to the United States of
America, 1638-1870 was published as No. 1 in the Harvard Historical Series. In 18961897, he served as Assistant Instructor of sociology at the University of Pennsylvania.
From 1897-1910, he served as a professor of economics and history at Atlanta
University.65 According to Eugene Provenzo Jr., Du Bois was the founder of the Niagara
Movement and the National Association for the Advancement of Colored People. In
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1910, he became the founding editor for The Crisis, the first mass-circulated magazine of
social research and social uplift for African American people. He was a leader in the Pan
African Movement and one of the founders of African Nationalism. His research laid the
foundation of the modern field of African American Studies.66
It was in 1896, while serving at the University of Pennsylvania that Du Bois
decided to utilize the best available sociological research methods to study Negro
problems.67 He was later invited to Atlanta University. Under his leadership the
University embarked upon a comprehensive study of the Negro. Dubois asserted that
between 1896 and 1920, there was no study of Negro race problems that did not in some
way depend on the studies of Atlanta University.68 As a trained historian at one of the
finest institutions at that time and a professor at the oldest school for graduate education
for Negroes, Dubois was competent to offer an expert assessment on Negro education.
Dubois was extremely outspoken on his views of education. He made little
attempt to hide his disdain for those who accepted a view different from his own. The
following section contains several of his statements and work regarding Negro education.
They provide a brief glimpse into some of his perspectives and positions on the subject.
In a 1912 article in the Indianapolis Star, Du Bois made this rather poignant
statement:
If now a group of people like American Negro are advised to turn all their attention or
their chief attention to the training of laborers and servants, they are advised to
commit social suicide. They will soon find that in the rapidly changing technique of
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industry their laborers will be displaced while they will have developed no intelligent
leadership in industry or thought to guide the mass.69
In a 1917 edition of The Crisis, he articulated some of his views on the TuskegeeHampton vocational curriculum. He stated that it is a crime to ask a Negro boy to adopt
the industrial curriculum that does not equip him to continue his education. The push for
the industrial curriculum is “a deliberate despicable attempt to throttle the Negro child
before he knows enough to protest.”70 Dubois made strong proclamations regarding his
views on the best type of education, especially for people of color. In the July 1918
article in the Crisis entitled “Education: A Brief Confession of Faith,” James Dillard
articulated his difficulty in defining education and proclaimed that the characteristics of
education include knowing how to use one’s mind, having high and broad vision, loving
art and literature.71
Du Bois did not embrace the type of educational philosophy as one that puts
earning a living at the center of human training. He did not think that technical schools
provided the best of all education.72 Boldly refuting educational approaches not in line
with his views for Black education, Du Bois decried the Hampton form of education
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which the Tuskegee curriculum was modeled after as educational heresy. He stated that
“the aim of the higher training of the college is the development of power, the training of
a self whose balanced assertion will mean as much as possible for the great end of
civilization but the aim of technical training on the other hand is to enable the student to
master the present methods of earning a living.”73 Though he was likely the strongest
advocate for the classical curriculum for Blacks during this time, his proclamations were
not always balanced. In a July 1918 edition of the Crisis, the official publication of the
National Association of the Advancement for Colored People (NAACP) for which he
served as editor, Du Bois reported on classically trained African Americans scholars who
achieved graduate-level degrees from institutions such as Ohio State University and
Dartmouth as well as other historically Black institutions. He does not acknowledge
Black graduates from industrial schools, at least not in the editions viewed for this
study.74
Diane Ravitch stated that the curricular differentiation between the curricula
endorsed for Negroes dealt a deadly blow to the aspirations of African Americans. A
half-century removed from slavery, 90 percent still lived in the South, and rampant racial
prejudice had left Southern Blacks disenfranchised, ill-educated, and powerless to fight
for their rights at the ballot box or in the courts. What they did not need was an education
that would fit them to their preordained roles in society and their likely destinations as
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domestic servants, farmhands, and blacksmiths.75 These pre-established roles that were
intentionally set out to perpetuate the subordinate servant-like roles of Blacks in the
South were embedded in the industrial curriculum for the Negro. These roles sought to
restrict not only socially, but economically, as well.
One of Du Bois’s more notable reports on the state and quality of Negro
education inspired my study. In 1910, Du Bois, in conjunction with Atlanta University,
conducted an assessment of the caliber and quality of Negro schools.76 The schools were
classified according to their grade based on the number of college graduates. The
publication of The College-Bred Negro revealed his awareness of ranking and
accreditation. It also demonstrated Blacks’ awareness of the importance for their schools
to be ranked. Dubois sought to develop a system to classify Negro schools. It also
demonstrated that African American educational leaders sought to determine their own
levels of quality.
In his estimation, the best African American schools were classical, although
some industrial schools were included. The highly ranked schools had a heavy emphasis
on ancient and modern languages, natural sciences, mathematics, and philosophy. This is
in line with the tenets of the traditional classical curriculum. Dubois was ahead of his
time since the first list of ranked or accredited schools was not published until 1917. This
study sparked the question of when and how Black schools became a part of the
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accreditation process and how that process affected their schools.

Industrial Curriculum
Booker T. Washington was the strongest Negro promoter of industrial education
for the Negro. He would work until his death in 1915 to make this form of education the
way out of poverty for Southern Blacks. By his own account, Washington overcame
tremendous odds to become the most famous Negro in his era. He was born a slave and
would work his way through the Hampton Institute where he became a normal school
teacher for Negro children until he was called to found Tuskegee Institute.77 Washington
started the National Negro Business League for the most successful Negro business
owners to come together for consultation, inspiration, and encouragement. These men
and women came together to do something permanent and positive for themselves and
their people.78
According to Washington, the secret to civilization was comprised of cardinal
principles of work, thrift, property ownership, mutual help, and patience. These were the
building blocks from which a race must begin its upward course.79 Louis Harlan inquired
about the following: was the Tuskegee a progressive school in the order of John Dewey
or was it a trade school preparing Blacks for occupations in the industrial age? Was it an
instrument of achieving the Black man’s dreams of self-sufficiency through a marketable
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skill or, rather, a tool to fulfill White supremacist desires to prepare Black people to fill
subordinate stations in society? His answer was that Tuskegee was none of the above, but
it was an amalgam of parts driven by an intense desire for racial progress through selfhelp. “The Tuskegee curriculum, however, was clearly centered on self-help and on a
greater flexibility than the term industrial educational suggests.”80
Washington articulated the three main advantages of industrial training from his
philosophy at the Alabama State Teacher’s Convention in 1881: It (1) aids students in
mental training, (2) teaches one how to earn a living, and (3) teaches the dignity of labor.
He further argued that industrial education was the only way most Black children could
afford an education.81 This curriculum was developed with different tracks. One for the
lower performing students was geared almost inclusively toward the industrial curricula
and focused on basic literacy acquisition. The higher performing students were trained
more in the academic arena and many, upon graduation, went on to professions and
became members of what W.E.B. Dubois referred to as the Talented Tenth. Juan Battle
and Earl Wright II provided an excellent explanation of the Talented Tenth in the
following statement,
The Talented Tenth is the moniker that W. E. B. Du Bois bestowed on the cadre of
college-educated African Americans whom he charged with providing leadership for
the African American community during the post-Reconstruction era. According to
Du Bois’s original theoretical formulation, the Talented Tenth were to sacrifice their
personal interests and endeavors to provide leadership for the African American
community.82
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Washington did not oppose Du Bois’s Talented Tenth, but he admonished that
such an educational model was not suitable for most Blacks. He felt Du Bois was out of
touch with the masses. In 1903, Du Bois taught classes at Tuskegee and dined in
Washington’s home, but their relationship diminished significantly with his open
criticism of Washington.83 Though Washington employed classically trained faculty who
were graduates from Harvard, Oberlin, Fisk, and Atlanta, he attempted to mold them into
the industrial character of Tuskegee.84 The debate between these two men and their
curriculum models mapped out two very separate paths to arrive at the same destination:
self-determination and racial uplift for African Americans. Each felt strongly that their
chosen curriculum model would help other people of color as it had helped them. These
curriculum choices also had deep implications for how African Americans would interact
with Whites. The inability for these two brilliant leaders to overcome their personal bias
impaired educational progress for Blacks.
African American curriculum scholar William H. Watkins stated, “Education
could unleash the intellect for some, and train others. Education could serve the purpose
of both enlightenment and control.”85 It has been posited that Reproduction Theory
prompted Northern capitalists and the racist power structure to support a curriculum
which promoted and perpetuated the inequitable racial norms of the antebellum South.
Henry Giroux defined reproduction theory as the attempt by dominant groups to
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reproduce class, gender, and racial inequalities that work in the interest of the
accumulation and the expansion of capital among the upper echelon segments of
society.86
William Jeynes observed that while Du Bois’s approach to education for African
Americans was beneficial to the training of future leaders who could achieve major
advancement within the race, it was fraught with one major setback in that it failed to
address the needs of the majority of the Blacks. In other words, it relied almost
exclusively on the narrow and talented elite. He further asserted that Washington’s
approach to the race problem, though much more inclusive of literacy and skills
acquisition for the masses, omitted the preparation of future leaders equipped to change
society.87
According to Anderson, the industrial curriculum model advocated the
maintenance of inferior social, economic, and political racial roles and stood in stark
contrast to the classical curriculum model that endorsed racial equality, political
enfranchisement, and higher education for Negro leaders. Tuskegee was the strongest
model for the industrial curriculum. It was tailored after the Hampton Institute that
pioneered industrial education for the Negro popular. The tension between this view of
curriculum and the classical view led to significant power struggles in the postreconstruction period.88 Some argued that the Tuskegee curriculum model perpetuated
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the promotion of the racial roles and Black subordination. Others argued that this method
was the most conducive method to provide work skills for agrarian Southern Blacks.

Accreditation
Since accreditation impacts, or at the very least, influences higher education,
including curriculum, one could affirm that the influence of accreditation on collegiate
curricula is not a recent occurrence. The following section provides a brief historical
overview of the accreditation movement. It will also describe the macro and micro effects
on accreditation nationally and on specific groups within education. T. L. Rhodes stated,
“Increased attention to and questioning of the role of accreditation in raising standards for
student learning became another dimension of the federal calls for more accountability in
higher education.”89 Accreditation flourished during a time of immense change for the
country and higher education. Curriculum trends revealed the tension between different
curriculum models for African Americans. Contemporary debates in education still raged
regarding the best curriculum model for African American secondary and post-secondary
success. This debate prompted a personal question about the extent to which accreditation
influenced curriculum, particularly the teacher education curriculum in the African
American community.
A review of the literature involving the following realities crystalized the need for
this study. Rodgers asserted that assessment is sweeping the globe at a rate that collegiate
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faculty and administrators can no longer ignore, though many of them wish they could.90
Crystal Keels stated that many historically Black colleges have tethered on the brink,
suffered, or closed entirely as a repercussion of the loss of SACS accreditation.91 Ulric
Chung estimated that, currently, approximately 95 percent of the dietetics and nutrition
minority-serving institutions of higher education were failing to meet accreditation that
program standards.92 The focus of this study involved ascertaining the influence
standards for accreditation from 1920-1940 had on two teacher education programs.
When accrediting agencies were developing in the late 1880s and 1890s, there
were already 900 American colleges and universities, although the percentage of 18-24year-olds was only 2 percent of the population. America was now in the throes of the
Gilded Age era and the link between economic success and higher education had been
firmly established. The proliferation of the different types of schools during this time
increased not only the scope, but also the need and purpose of accreditation with its
desire to ensure quality services to students and the states dependent on their human
resources. The quality in land grant schools, conservatories, historically Black colleges,
women’s colleges, church-affiliated colleges, Bible colleges, professional and military
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schools, and industrial training facilities required some form of regulation to ensure
reliable standards of quality.93
William White also reported that the US Bureau of Education, the National
Association of Education (NEA), the Carnegie Foundation for the Advancement of
Teaching, the National Association of State Universities (NASU), and the Association of
American Universities (AAU) could have assumed the responsibility for rating or
accrediting colleges.94
In his research on accreditation, Rudolph Jackson summarized that regional
accreditation means an authorized group has found evidence that an “institution is
licensed in a state covered by the regional association and that it meets eligibility
standards.”95 Those accrediting agencies remain in place today and are a testament to the
individuals who had the foresight and courage to establish them during this tumultuous
time in American educational history. Barbara Brittingham chronicled the development
of regional accreditations. According to her, the New England Association of Colleges
and Schools was established in 1885 by a group of headmasters in concert with college
presidents. The Middle States Association of Colleges and Schools swiftly followed suit
in 1887. Both the North Central Association (NCA) of Colleges and Schools and the
Southern Association of Colleges and Schools (SACS) were founded in 1895. The
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Northwest Association of Colleges and Universities started in 1917. The final regional
accreditation organization was the Western Association of Schools and Colleges which
began operations in 1924.96
In his extensive study on the history of accreditation in North America, William
White summarized the influence of the Midwestern region and the NCA on the standards
movement. This region experienced many of the same problems in secondary and higher
education that were explained earlier. The University of Michigan was the first state
university to accredit secondary schools. This was an attempt to ensure that graduates
from that state were qualified for university admission. Several other Midwestern
universities and schools followed suit. The admission by certificate program therefore
became the precursor for voluntary accreditation. In 1895, several regional schools met to
discuss relations among secondary colleges and schools in the region. NCA pioneered the
regional accreditation and became the first organization of its nature to establish
standards to evaluate secondary and higher education institutions.97
The North Central Association of Colleges and Schools (NCA) started to list its
accredited institutions publicly in 1917. After this point, it became extremely difficult for
schools to exist without approval from one of these accrediting bodies.98 This reality may
have affected the curricular direction of some historically Black colleges and universities

96

Brittingham, “Accreditation in the United States,” 14.

97

White, “Accreditation of Seventh-day Adventist Liberal Arts Colleges,” 11, 12.

98

Anderson, The Education of Blacks in the South, 1860-1935, 251.

49

during the pivotal turn of the twentieth century. HBCUs received stark criticism from
accreditation from their inception.
Another important movement was simultaneously emerging as the accreditation
process took root. According to George Whipple in discussing Abraham Flexner’s book
The American College: A Criticism published in 1908 on the state and quality of medical
schools, the book was not widely received, but it got the attention of Henry S. Pritchett,
President of the Carnegie Foundation for the Advancement of Teaching.99 Whipple
further described the impact of Flexner and reports that Pritchett invited Flexner to
survey medical education in the US and Canada. In 1908, he visited 155 medical schools
and made a report on the state of the schools he visited. As a result of his report, many
schools were immediately closed and many were reconstituted and improved. In 1913, he
joined the General Education Board, along with other like-minded educators and
philanthropists whose focus was the betterment of all education and championed the
highest possible academic standards.100 Kenneth M. Ludmerer proclaimed that Flexner
counseled caution in how we go about reforming medical education. He considered “any
change justifiable, as long as it fostered excellence and served the public interest.”101
Movements such as this provided not only tremendous impetus for the accreditation
movement, but also served as a catalyst for professional standards.
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According to Ann Steinecke and Charles Terrell, the Flexner Report published in
1910 had a monumental damaging effect on African American medical schools. Flexner
addressed “the medical education of the Negro in a separate, two-page chapter of his
report” (just as he separated his observations about women in medicine). He promoted
the limited education of the African American doctor as a service to “his own race,” but
also for the larger purpose of protecting Whites from the African American population’s
potential to spread disease: The Negro must be educated not only for his sake, but for
ours.102 Steinecke and Terrell researched documents on how the combined requirements
of the AMA’s Council on Medical Education (CME) and the Flexner Report forced the
closure of all but two predominantly African American medical schools (Howard and
Meharry) and severely limited the opportunities for African Americans seeking medical
education.103
In his analysis on Abraham Flexner’s book, Joseph Duffey reported that Flexner
was “troubled by teaching and the decline of research in the academic world.” He shared
Flexner’s disdain for the appropriation of resources for the goals of research to the
neglect of teaching in both public and private colleges. Flexner expressed that as a result
of these practices, students and the institutions suffered.104 Abraham Flexner’s
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observation and consequent reports gave a needed push to the accreditation movement.
Rhodes stated, “Increased attention to and questioning of the role of accreditation in
raising standards for student learning became another dimension of the federal calls for
more accountability in higher education.”105 Though this trend is growing, it is not a new
one; therefore, an in-depth exploration of its historical roots should prove valuable. A
more in-depth investigation of these issues will be addressed later in the study.
A preliminary review of the literature suggests that Black institutions of higher
education in the South that adopted the Tuskegee industrial curriculum model received
adequate funding. The use of the classical curriculum model was widely discouraged by
powerful Southern Whites and Northern capitalists. It was purported that the classical
curriculum was more effective in training intellectual leaders in the African American
community, rather than low-wage manual laborers. This brings to question whether the
funding received by these schools provided them with an advantage to getting
accreditation.
Wade M. Cole purported that in the early stages, HBCUs’ publicly funded
institutions were devoid of curricula with cultural content such as the state-funded
agricultural and industrial schools.106 In other words, little attempt was made to teach
Negroes about their history and other culturally enriching lessons. Anderson further
elucidated problems with Negro education by explaining that the rise of national and
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regional accrediting agencies presented additional challenges to these institutions.107
Jackson, Davis, and Jackson stated that SACS currently requires institutions to present a
well-constructed plan that identifies strategies to produce measurable improvement(s) in
student learning in one (or more) of three areas:
1. What do students know in terms of increased knowledge?
2. What skill(s) can students demonstrate?
3. What behavioral changes have students made relative to how they think?108
Though no evidence for the requirement of such a plan existed during the 1920s, the
demonstration of educational quality was in the formulation stage from regional
organizations. Historically, Black and other minority-serving institutions struggled to
meet these new requirements. SACS requirements for schools from 1920-1940 will be
discussed in greater detail in chapter 4.

Conceptual Framework
Reproduction Theory
I have reviewed the demographic context of the New South, including some of the
educational changes taking place as it relates to curriculum. Brief overviews of the
standards and accreditation movement have also been presented. I now turn my attention
towards some of the theoretical ideas that guided my research. These theories help
explain some of the impetus for school curricular changes and ways in which
accreditation might be influencing the teacher education programs I studied. This review
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is succinct so that I may return to my findings chapter.
Karl Marx was the originator of the concept of reproduction which later formed
the foundation for reproduction theories of schooling.109 Reproduction Theory explains
some of the ways in which the dominant class reproduces their values and power in
society. Giroux discussed the role of power in the economic-reproductive reproduction
model which he described as the “property of the dominant groups and operates to
reproduce class, gender, and racial inequalities that function in the interest of
accumulation and expansion of capital.”110
Pierre Bourdieu, a French educator and philosopher, made a significant
contribution to this theory in his expansion of the Reproduction Theory beyond the
economic-based educational superstructure in order to analyze the internal logic of an
educational structure which covertly reproduces and legitimizes the capitalist structure in
France.111 Specific groups contextualized this theory to make it relevant for America. The
Frankfurt school’s analysis of culture established the view of education as a site of
reproduction in America.112 The Reproduction or Correspondence Theory was largely at
play in the struggle for curricula power and control in African American institutions of
higher education. Fallace stated, “Racism was built right into the underlying structure of
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almost all of the proposed reforms of the new education.”113 Education, therefore,
became a major vehicle by which reproduction was transported and transferred. Their
examples are of reproduction in the American educational system. Kozol described the
disadvantages experienced by some groups regarding education exemplified in the
inequitable property tax funding system in which the federal government gives back
substantial portions of tax money to education in affluent neighborhoods.114 This system
illuminates long-standing practices of inequity in American education with regard to race,
gender, and class.
Giroux’s criticism on reproduction theorists is “their over emphasis on
domination and their under emphasis on the power of the human agent.”115 He argued for
an educational system that empowered everyone, regardless of gender, class, or race.
Domination by any one group to the detriment of another groups had prerogative effects
on all involved and society at large.

Resistance Theory
The Resistance Theory fostered a more liberating view of the role of the
individual to the dominant groups, especially the individual student, teacher, and schools
in opposing forces that marginalized them. Acclaimed educational theorist Michael
Apple is credited for the Resistance Theory. In a speech entitled “Education, Politics, and
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Social Transformations,” he stated, “That is, understanding education requires that we
situate it back into both the unequal relations of power in the larger society and into the
relations of dominance and subordination–and the conflicts--that are generated by these
relations.”116 The Resistance Theory examines the relationship between school and the
wider society. Resistance theories involve issues and meanings of opposition by
marginalized individuals or groups that advocate for better treatment, status, or relative
position in an institution of society.117 Giroux does not limit his criticisms to reproduction
theorists, but offers some insight into the myopic, if not distorted, views of the Resistance
Theory.
Giroux, although critical of the Reproduction Theory, was also critical of
Resistance Theory. He believed resistance went to the other extreme of the idealized
notion of relative autonomy. He argued that if this is the case, resistance theorists must
acknowledge the fact that some forms of resistance are undertaken by students who are
oblivious to dominant ideology and are motivated to manifest resistant behavior for
factors that stem from outside the school system. Giroux, in his discourse on resistance,
listed several characteristics to differentiate resistance from opposition. Resistance
focuses on the underlining motivators and logic of the behaviors. Resistance theorists
reject a positivist perspective of behavior as an immediacy of action. Finally, true
resistance spawns or is the result of critical thinking, reflective action, and a collective
political struggle centered on issues of power and self-determination.118
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The Resistance Theory identifies ways in which the marginalized respond to
oppressive forces. Historically, marginalized groups referred to minority groups such as
African Americans, Native Americans, and women. This theory also attempts to explain
some of the major impetuous for control by dominant groups. Social, economic, and
political self-interest are usually at the core of these forces.
The Resistance Theory is the primary conceptual framework for this study. I
acknowledge the strong influence of the Reproduction Theory as it relates to the
transmission of the social, economic, and political roles and the maintenance of the status
quo agenda of the dominant group. The Resistance Theory, however, helps to explain
how minority groups refused to accept these norms. Resistance, whether overt or covert,
is important to understand and the findings revealed in chapter 4 provide evidence that
African Americans, including some HBCUs, resisted the attempt to restrict their
economic advancements and maintain the inferior pre-Civil War social status through the
adoption of a particular type of vocational education designed for them.

Recapitulation Theory
In his historical studies on curriculum theories, Robert Fallace posited that the
Recapitulation Theory inspired an educational reform movement after the 1890s. This
new type of educational system was ethnocentrically and racially designed. Its core was
built on the premise that non-White cultures and individuals were backward and
disadvantaged as compared to Western Whites and, thereby, reinforced White superiority
and non-White inferiority. Recapitulation may be considered a more palatable form of
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White supremacy based on the principle of non-Whites as “deficient” or as a
“problem.”119
Anderson supported this line of reasoning when he expounded on the commonly
used terminology for the plight of African American education as the Negro problem.
This Negro problem among many other issues involved the appropriate education for the
newly freed slaves.120 Fallace, in his discourse on Recapitulation Theory, stated that
linear historicism upheld the fact that all societies and cultures could be placed in one
continuum of social progress from savages and barbarians to civilized and that nonWhites were on the lower end of the continuum.121 This helped to support the commonly
held assumption that non-Whites were child-like with fewer social skills and even mental
ability. Reproduction, Resistance, and Recapitulation theories were likely all at play and
intermingled in the educational system during that time. Given the fact that the
Resistance Theory focuses on the ways in which marginalized groups respond and resist
hegemonic forces that seek to subjugate and subdue them, the Resistance Theory was
chosen as the conceptual framework for this study.
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CHAPTER 3

METHODOLOGY

Historical Research
Noted historical methods author John Tosh stated that historical methodology is
differentiated from other positivist pursuits in that they work from a belief that there is a
interconnectedness of variables. History is a collective memory of experience through
which people develop social identity; then historical knowledge has to be produced.1
Social history provides an inclusive framework for interpreting the past experiences of
ordinary people, movements, and events through thematic prisms of class, gender and
race.2
Sandra B. Lewenson and Khron Herman stated that historians generally assume
all variables are intrinsically interconnected.3 There are two main approaches to the
original historical research endorsed by John Tosh who outlined two main approaches of
historians as the source-oriented approach and problem-oriented approach.4 The source-
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oriented approach determines an area of interest and takes a source or group of sources
within that area and extracts information of value from the sources. They allow the
content itself to direct the inquiry. Those using a problem-oriented approach initially
formulated a question generally prompted by reading secondary sources and then
evaluating primary sources in order to draw conclusions.5 The study uses the problemoriented approach to historical research because an extensive review of the literature was
used to guide in constructing research questions.

Statement of Purpose
The following statement of purpose and objectives came from the review of
secondary sources.
What was the impact of accreditation on the teacher education curriculum at
Tuskegee Institute and Atlanta University from 1920-1940? This question was informed
by the literature on Black education in the South, general curricula and accreditation
issues, and eventually philosophical outlooks. This led me to look at the primary sources
on:
1. Curriculum trends from 1920-1940
2. Curriculum process and choices during that time frame
3. The accreditation process during that time, especially as it relates to
historically Black colleges and universities.
According to Tosh, challenges such as difficulty deciding which sources are
relevant arise and the researcher must be willing to modify his original objectives if
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adequate evidence cannot be found.6 Richard Beringer expounded upon this approach to
research and stated that “literary analysis is the basic historical method and the common
denominator of all historical inquiry.” It involves reading source material and deriving
evidence from that material that will be used in literary analysis.7 After the completion of
an extensive historiography of the inquiry, including the historical context, key players,
curriculum trends, and the process of accreditation particularly in the South, I embarked
upon the process of data collection.
It was the intent of this study to conduct an examination of accreditation’s impact
on the curriculum decisions of two major HBCUs to provide some indication of the initial
impact and struggle that these types of schools faced. Further elucidation of the
difficulties and challenges that it placed on these schools and the positive or negative
influence it had on their teacher education curriculum is needed to ascertain the major
motives behind those changes. This is important, given the potential impact that teachers
had on the African American community. Debates in education regarding the best
curriculum model for African American secondary and post-secondary success were
deeply imbedded in the development and purpose of education for African Americans.
The curriculum model from which Negro teachers emerged potentially had a significant
social, political, and economic impact on the African American community.

Instruments
Data collection instruments vary, based on the type of research. The core work of
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the historian is the interpretation of textual data. Although modern approaches to the
collection of historical sources such as the life history interview are becoming
increasingly important, most historians still spend much of their time “searching the
archives.”8 Documents studied included course outlines from the teacher education
program, president’s notes, faculty committee meetings, school correspondence, and
correspondence from the Southern Association of Colleges and Schools (SACS) for
Tuskegee Institute and Atlanta University (now Clark University).
I used the following data collection tools: a high-quality digital camera was used
to capture pictures of some of the documents I viewed. I developed my own note-taking
system which included archive name, file name, the file folder number, and the item
number, when possible. I needed to keep accurate notes regarding where particular data
were obtained including an archival document’s file number or box number, an
antiquarian book’s call number, and other details.9 My laptop computer was imperative,
not only for note taking, but also for filing and communication. It also helped me to
capture and record epiphanies and ideas.

Data Collection
Lewensen and Herman explained that permission to examine materials is not an
authorization to publish them and that separate written application for permission to
publish must be made to the place where the archives are housed.10
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Archival permission for research is necessary whether or not it will be used for
publication. These institutions were contacted and permission was obtained to search
archival records for this information via email or phone calls. Once I received
permission, I visited three archives. The first archive was the Archives Research Center
at the Robert W. Woodruff Library at Clark Atlanta University in Atlanta, Georgia. Next,
I visited the Tuskegee University libraries, archives, and Legacy Museum in Tuskegee,
Alabama. My final archive was the Manuscript, Archives, and Rare Book Library
(MARBL) at Emory University in Atlanta, Georgia. I viewed and evaluated hundreds of
documents. Once I decided which documents would be used, I took pictures of them, had
the staff make copies of them, or took notes about them. Time constraints prevented me
from viewing all the documents from this time period, but the most pertinent ones related
to the study were selected.

Data Validity
According to Tosh, the critical approach to primary source document evaluation is
to estimate the authenticity of the materials used. This is called external criticism by
Leopold van Ranke.11 This tedious process involves finding answers to questions such as
whether the authors, places, and dates are what they purport to be. Next, it is incumbent
upon the researcher to attempt to trace the sources back to an original office for
authenticity substantiation; then, consistency should be established through the
examination of other documents from that time period. Finally, visual cues should be
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used to help confirm authenticity.12 In this study, I established authenticity by mainly
reviewing primary source materials located in archives, which helps to ensure a high
level of quality. I also looked for consistency and corroboration of the archival materials
in the other archives I visited. For example, correspondence from Atlanta University
mentions the rural education program at Tuskegee. Tuskegee catalogues mention
launching this program in their catalogue around the same time. Another way in which
validity and authenticity of the materials was established was through the use of
secondary sources. For example, an article mentioned the growth of graduate schools and
doctorate degrees in education for individuals interested in school administration. Shortly
after the time mentioned in the article one of the Atlanta University catalogues declared
that the University would exclusively confer graduate degrees. These are some of the
ways in which validity and authenticity were established in the study.
Internal criticism occurs in historical research during the interpretation process of
a document’s content. It is the process by which the researcher tries to decipher the true
meaning of the words. This requires extensive readings on the subject.13 In this study I
examined other sources to interpret these documents to try to determine internal
consistency in the meaning they conveyed. The example mentioned above regarding the
reason Atlanta University decided to become a graduate school exclusively was clarified
so that I understood that this was becoming a regular practice among educational
administrators. As an HBCU, the school administrators recognized the limitations for
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Black administrators to receive a graduate degree in the South and strategized to fill the
need. At times, internal consistency and meaning were quite obvious, but at others,
greater interpretation was beneficial or necessary.
Tosh made a poignant statement on historical evidence when he said, “No source
can be used for historical reconstruction until some estimate of its standing as historical
evidence has been made.”14 Reliability in historical research is established through
further Socratic examination of the sources to inquire as to whether the individual who
authored the document was in a position to make specific assertions or how long after the
event the document was drafted. This will prompt further research to see what
contemporaries said about the same or related topic. He further asserted that reliability
can also be affected by the motives and intentions of the author.15 David Henige
proclaimed that one must take epistemology into account in the study of the past.16 “A
knowledge of administrative or archival procedures is essential to ascertain if records
have been deliberately removed.”17
David Henige made this observation about historical research:
A goal of scholarship is to present interpretations that are least vulnerable to
overthrow because they combine the use of evidence and argument to present a case
vulnerable only to the onset of new data or techniques. This is achieved by
aggregating all the available evidence, including whatever may seem peripheral, or
generating arguments that explicitly take account of any resulting weakness and
alternative hypotheses, whether or not already in the marketplace.18
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In response to the above quote, an extensive research was undertaken to ascertain
related studies. No extensive research on SACS with regard to teacher education
programs had been done. This gap in the literature provided me with a strong rationale
for this study with the acknowledgment that others may build or even refute the findings
presented. Despite the risk, the study was conducted to contribute to the educational
literature.
There are two sources of raw material for research: primary and secondary.
Primary research is derived from original source materials that were a part of or the result
of the event or individuals being studied. The next step involves a decision-making
process on the types of data to be utilized.
In his book Why History Matters, historian John Tosh made this statement: “The
least contentious application of historical reasoning lies in the recognition of the past as
an almost limitless experiential resource.”19 Though this statement seems to be true, time
constraints precluded me from exploring the limitless data available on this subject.
Anthony Brundage explicated history as a process in this statement:
A concept central to an appreciation of history as a process is revisionism. This
means an unending search by historians for fresh sources, approaches,
methodological concepts, and interpretations. On the basis of these changing material
and methods, historians are able to offer an ever-new past to the present. Or rather,
they offer a multitude of new pasts, since each historian’s view of the past is at least
slightly different from another’s, sometimes, dramatically different.20
Revisionist history is particularly important when studying minorities or
marginalized groups. Revisionist history attempts to recover and develop the history of
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minorities which have necessarily often worked closely with political movements such as
the struggle for civil rights and the attainment of economic and social equality.21 This
study represents revisionist history as it recovers history that has been thus far largely
overlooked. It seeks to explain the macro and micro social, economic, and political
movements and events that impacted curricula changes at two historically Black schools
and details not only the impact of accreditation on these programs and schools, but also
the determination or identification of hegemonic and oppressive forces that intersected
with the accreditation movement from 1920-1940 as it involved people of African
descent in America. I hope not to seek new histories, but to highlight one that may
provide historical insights which may be useful to address unresolved current issues. If
the current issues with accreditation and historically Black colleges are long standing,
then maybe some of the solutions are as well.

Analysis of the Data
Empirical historical research involves a process of searching for the facts.
Discourse analysis seeks to understand and determine evidence of the ideological power
structures that influence the authors.22 These are the two approaches to historical analysis
of the data that I used. Evidence of facts such as the curriculum course list displays the
empirical research; however, the more in-depth investigation is delving into the
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ideological social, political, and economic structures that underlie the debates and
decisions at those institutions.
Historical explanation has to do with causation and consequences, which tend to
be derived from a historical analysis, focusing on the significance and the relationships of
the event(s) examined.23 A history is built on a careful examination of a range of sources.
The more extensive and varied the sources and the more angles that can be obtained on
the topic under study, the better. Once the sources have been collated and read with
careful reflection, most historians will find that an interpretation begins to emerge, an
argument becomes clear.24 As I expound upon the various forces at play, I tell the story of
accreditation and its impact on these two institutions, whether significant or negligible,
by presenting the information found in the primary and secondary sources.
Historical writing is characterized by various literary forms with three basic
techniques: description, narrative, and analysis. In description, historians attempt to
create the illusion of direct experience for the reader.25 The qualities of historical writing
include, but are not limited to, mastery of primary sources and the critical evaluation of
them, the perception of the relatedness of events, and imagination.26 The description
portion of the writing involved a detailed explanation of curriculum trends in America,
especially as they relate to the higher education of African Americans. Explanations of
the “New South” and the realities of life during that time for the Negro in Alabama and
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Atlanta were gained primarily through secondary sources. Available primary sources
were utilized to explain the curricula changes of these schools in greater detail. Finally
the description portion of the writing elucidates the development of accreditation as it
related to historically Black colleges and universities and the teacher education programs
during that period.
Narrative writing data came from a variety of sources. The history and
philosophies of key players in Black education such as W. E. B. Du Bois and Booker T.
Washington were discussed. Their autobiographies, biographies, professional writings,
and speeches formed the basis of their narratives. I allowed these individuals to tell their
own stories with this writing approach. Further interpretation for the causes of their
ideological views was expounded upon through my analysis and interpretation of the
data, as well as that of educational and historical experts. The problem-oriented approach
to historical research provided a structured plan for conducting archival research. Primary
and secondary sources assisted me in formulating a problem that needed further research.
Internal and external validity were accomplished through the general guidelines for
historical research. Narrative writing permitted me to present the findings through a
narrative. Historical writing was useful in identifying fundamental historical issues to a
long-standing issue.
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CHAPTER 4

FINDINGS

Introduction
Historically Black colleges and universities (HBCUs) encountered many
challenges right from their inception, one of which was the desire to obtain and maintain
regional accreditation. As part of the curriculum debate that ensued in America at the turn
of the twentieth century, curriculum model selections for African American institutions
often demonstrated their philosophy of racial roles and progress. Curriculum changes
were not the only movements impacting education during that time. As education
responded to the needs of society, new innovations for different groups were presented
resulting in fueling the accreditation movement. This study examines the impact of
accreditation of the teacher education program on two prominent HBCUs which endorsed
two distinct curriculum models. The Southern Association of Colleges and Schools
(SACS) was organized in 1895 as a regional accrediting agency for Southern colleges
and secondary schools, a role it still fulfills today.1 SACS was the only agency authorized
to accredit secondary and higher educational institutions regionally. Was accreditation
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free from the economic, social, political, and racial inequities prevalent in the country,
particularly in the South? Can curriculum bias or preference for African Americans be
identified through the accreditation process? These are a few of the questions addressed
in this chapter.
Atlanta University and Tuskegee Institute were imperative in the preparation for
African American teachers. According to Anderson, Northern philanthropists sought to
utilize education as a vehicle to cushion the Negro from the racist realities of the South.2
This social infusion of economic interest in the education of Blacks made the Black
educational institutions of utmost importance. As the influence of accreditation grew, one
can surmise that the influence of accredited schools that held membership in the
association also grew. Voluntary organizations established standards for its membership.
It is reasonable to assume that such standards would guide the formulation of important
programs within the membership. Tuskegee Institute was accredited by SACS in 1931
with a Class B rating and reaccredited in 1933 with a Class A rating. Atlanta University
received its accreditation in 1932 with a Class A rating. Deep pontification on the
proximity of their accreditation dates and the racist social, economic, and political milieu
of the New South calls to question the intentional or non-intentional effects of
accreditation on these schools. The following examination seeks to explain the
accreditation process for these schools and determine if or how accreditation affected
their teacher education programs from 1920-1940.
Teachers played a very important role in Black communities. They were essential
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to the education of Blacks. Teacher education programs were also important due to the
potential impact they had on the African American community at large. Anderson
affirmed that all forces understood that influencing the ideas and behaviors of Black
teachers was the best way to transmit beliefs to millions of Black children.3 Teacher
education programs became paramount not only to the transmission of beliefs, but also to
the possibility of assisting or impeding the economic, social, and political progress of the
Black community. The following research hypotheses convey the focus of the study:
1. The accreditation process was a catalyst for curricula changes in the teacher
education programs at Atlanta University and Tuskegee Institute.
2. Teacher education programs were urged toward a particular curriculum
model.
3. Social, economic, and political underpinnings prompted curricula changes at
these institutions.
Over the years, SACS expanded its scope to include various types of schools.
Teacher education programs and Negro schools eventually came under the SACS
umbrella, but not without controversy. A review of early-twentieth-century educational
literature provided considerable data in support of the hypothesis that the accreditation
process was a catalyst for curricula changes in teacher education programs. In addition,
the literature also confirmed that historically Black teacher education programs were
cajoled to adopt the vocational education curriculum model. Findings further revealed
that resistance was used by some HBCUs in response to the pejorative system put in
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place by the federal, state, and local government to perpetuate the subservient and racist
social roles established for African Americans.

The Accreditation and Standardization Movement
American colleges and universities faced many challenges at the turn of the
twentieth century due to issues such as certification or entrance examinations. It was at
this time that the more reputable institutions of higher education realized that standards
had to be raised to ensure better education and to protect themselves and the public from
institutions of low repute.4 According to William Selden, accreditation is basically “a
struggle over standards in higher education.”5 Roy A. Edelfelt and James D. Raths
provided the following definitions for the word standard from their research in teacher
education:6
1. Something that is established by authority, custom, or general consent as a
model or example to be followed.
2. A definite level of degree of quality that is proper or adequate for a specific
purpose.
According to Selden, “historically education in the United States has been a local
responsibility.”7 He also reported that the early shapers of the American Republic placed
the responsibility for education with each state; however, this “states’ rights” approach to
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educational governance left an imbalanced system in the country. For example, he stated
that throughout the nineteenth century, education in the South remained a private
enterprise.8 It appears that this uneven balance between the development of the states
continued to create marked differences between the development and administration of
education in the North and the South. Despite regional differences in educational
administration, it is clear that very little oversight existed for teacher education during the
early part of the twentieth century.
In their discussion on the development of educational standards, Edelfelt and
Raths reported that efforts in the nineteenth century to advance standards, particularly in
teacher education, were largely ineffective until the accreditation movement of the early
twentieth century, thus relegating teacher education to a cottage industry.9 Several
accreditation organizations played pivotal roles in the development of standards in
teacher education. Though slightly different in their focus, these early standards and
accrediting organizations were important in the push toward standardization in the field.
According to Ludeman, the Normal School Department of the National Education
Association, The North Central Association of Colleges and Schools, and the American
Association of Teachers College were key to the establishment of standards in teacher
education.10 In 1869, the American Normal School Association held its fifth annual
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meeting where assumptions were made regarding the need and capability of teacher
educators in establishing their code for “best practices” in the field.11
The Civil War and the Southern assertion of “states’ rights” led to interest of the
federal government to be involved in education. The Office of Education was created in
1867 and concerned itself primarily with studies and the dissemination of knowledge.12
The first United States Commissioner of Education, Henry Bernard, endorsed the belief
that education should be monitored by the local government. During his administration,
the federal government was not initially involved in the push for educational standards.
Without the oversight from the government, local communities were free to establish an
educational system according to their social practices. This became more evident during
and after the reconstruction era as one reviews the oversight and funding of historically
Black colleges (HBCUs) in the South.13
Richard Roames contended that the expansion of the American frontier increased
the mobility of the younger population, which encouraged higher education to consider
regional or national accreditation as a way to ensure educational quality.14 Richard
Healey, William Thomas, and Katie Lahman reported that a complex interplay between
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occupational and geographical mobility affected the Westward movement between 1880
and 1900. Opportunities to acquire work skills and financial advancement were some of
the personal occupational motivations for geographical relocation.15 Seldon asserted that
increased mobility of the youth drove the need to establish standards of educational
quality. As students became mobile, some assurance that the transfer of credits
represented the acquisition of comparable knowledge became more important. Given the
significant increase in mobility, it is no wonder that educational institutions and
accrediting bodies sought to establish standards for educational norms.
Selden stated that despite their hands-off approach to the establishment of
educational standards for higher education, the Office of Education began in 1917 to have
a strong indirect effect on accreditation standards and accredited schools through the
publication of Accredited Higher Education Institutions. This publication was released
every four years and included the list of institutions accredited by the states and regional
institutions.16 On the federal level the Commissioner of Education had to approve
regional accreditors. Most states had accreditation recognized by some state
governmental agency. Ineffective oversight of educational institutions by these state
agencies is evidenced by the resolutions as early as 1897 and 1898 by organizations such
as the North Central Association of Colleges and Schools (NCA) calling for greater
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supervision of degree-granting institutions.17 This call for greater local supervision of
schools prompted the improvement of state educational standards.
As previously stated, the NCA was the first regional accrediting agency to
establish criterion of quality secondary schools and colleges. Despite the power of
regional accreditors, some states deferred to the standards established by teacher college
accrediting agencies rather than trying to conform to regional and professional
standards.18 Roames provided further insight into additional reasons for the power behind
the accreditation movement. He proclaimed that the geographical limitation of states’
approval of educational programs and schools differentiated and empowered regional
accreditors that were regionally or nationally oriented.19 Population shifts, due to social
phenomena, resulted in a national need for educational standards, which accreditation
helped to provide. Two of the most important significant domestic phenomena were the
Westward movement and the Great Migration of African Americans out of the South
during and after World War I.20 Selden contended that “throughout an almost continuous
barrage of criticisms, accrediting has helped to bring about an elevation in the quality of
education and a broad acceptance of what constitutes a good college or university.”21
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Adequate evidence exists to support the stance that accrediting agencies affected higher
education and the process of accreditation influenced the improvement of state
educational requirements.
SACS was originally organized in the autumn of 1895 at Atlanta, Georgia, at a
meeting of delegates from a number of Southern colleges and universities. Roames stated
that though the six regional accrediting agencies established themselves as the foremost
authorities of institutional accreditation, they were never completely successful in
accrediting specific programs of study and that though SACS and other regional and
national accrediting agencies were powerful, accreditation of specific programs was left
to specific professional accreditation organizations such as the American Association of
Colleges Teachers Education (AACTE).22 Since regional accreditors like SACS focus
more on educational quality than on the larger scope of accrediting colleges and schools,
it would not be within their purview to make program-specific recommendations.
Accrediting organizations make general principles regarding the overall quality of
curricula.
The SACS’ purpose was to organize Southern schools and colleges for cooperation and mutual assistance, elevate the standard of scholarship and effect uniformity
of entrance requirements, and develop preparatory schools and separate their work from
colleges.23 SACS established criteria for membership that were stringent enough to
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eliminate some types of higher educational institutions from gaining admission. Teacher
training colleges and normal schools were not initially allowed to join this regional
organization. SACS outlined eight standards for membership including a minimum
number of semester hours or its equivalent with institution-designed qualitative
conditions required for graduation, the maintenance of a minimum of $50,000 annual
operating income with $25,000 derived from stable sources, and the character of the
curriculum and the preparation of students in doing satisfactory work.24 The
establishment of standards such as these facilitated SACS becoming paramount to norms
for educational quality in the South.

Normal Schools
Normal schools offered a practical preparation for teaching which could range
from high school to two years of post-secondary training.25 James Fraser asserted that
normal schools were interested in giving students a broad academic education, including
skills on how to teach. Roames stated that prior to accreditation and standardization,
normal schools required little education beyond elementary school and, thus, normal
schools were deemed inferior to traditional liberal arts colleges and universities. In fact,
the teaching profession was generally held in low esteem compared to other
professions.26 Holding the teaching profession in low esteem was not true of the African
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American community. Anderson stated that by 1900, private normal colleges produced
approximately 90 percent of Black teachers.27 Normal schools likely appealed to Black
students because of their reduced educational standards. This was due to the
discriminatory practices established by the oppressive system of Jim Crow laws
established by Plessy vs. Ferguson in 1896.28 The legalization of racial separation in
public facilities justified the establishment of racially segregated schools. Schools are
generally supported by the local community. Poorer communities are left with poorer
schools. The inequitable distribution of state funds for education will be covered later in
this section.
The racially oppressive realities of the New South after reconstruction have been
well documented. The 1896 Plessy vs. Ferguson decision codifying the separation of race
at public accommodations, including educational institutions, significantly impeded
Blacks from access to education. The important role that normal schools played in
training Black teachers influenced the perception of inferiority of these schools. James
Fraser reported that in 1921, thirty states had no minimum requirements for teachers and
only four mandated training beyond high school. By 1937, forty-one states required at
least a high-school diploma and thirty-five states expected at least some college
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training.29 Tuskegee remained current with the growing trend for increased education and
training for normal training institutes.
Accreditation marginalized normal schools and historically Black institutions.
Fraser pointed out that in response to the accreditation movement, W. E. B. Du Bois
compiled a list of the “First-Grade Colored Colleges” to consolidate their resources and
focus on those schools which had the greatest potential for excellence in 1900 and 1910.
Selden further informed that in 1917, Thomas Jesse Jones of the Phelps Fund, a
philanthropic organization that funded Negro schools, conducted another study on Black
schools and insisted that part of the criteria for excellence in educational institutions
should include separate departments and an endowment fund of at least $200,000.
According to him Tuskegee and Hampton were the only HBCUs that had endowments
that large. Economic endowment stipulations would have impeded HBCUs which did not
adopt the Tuskegee/Hampton vocational curriculum model from receiving philanthropic
funding.30
Accrediting agencies also specified large endowment criteria as a membership
requirement. SACS standards for Colleges of Arts and Sciences and Teacher Training
Colleges outlined minimum practices for Teacher Training College members such as
admission requirements. One admission specification was the completion of a four-year
course with no less than fifteen units taken from an accredited secondary school or its
equivalent and average salary for teachers. Another standard established an annual

29

Fraser, Preparing America’s Teachers, 93.

30

Smock, Booker T. Washington, 79. In 1901 the Southern Education Board consolidated many
philanthropists into a national board.

81

income of not less than $50,000 and, if not tax supported, an endowment of not less than
$500,000. SACs endowment requirement was over two times the amount recommended
by the Phelps Fund. In 1917, only Hampton and Tuskegee had endowments that large
due, in part, to the contributions from the Slater Fund and the Southern Education Board
that promoted their industrial curriculum model. The Phelps Fund established that the
criterion for educational quality in Black colleges should be judged in relation to its
financial well-being. SACS recommended that teachers receive at least $3,000 for a ninemonth period.31 Raising the bar for the maintenance of educational standards is beneficial
once the bar is raised equitably. As stated earlier, Tuskegee and Hampton were the only
HBCUs which possessed an endowment that high.
This new admission requirement for diplomas from accredited secondary schools
was another insidious ploy to restrict Black access to colleges. Secondary schools and
institutions of higher learning were not yet accredited by SACS. Black students
experienced a significant barrier into college entrance since the majority of Black schools
were unaccredited.32 SACS standards were both an impediment to admission of Black
students into college as well as a barrier to admission of HBCUs as member schools
within the organization. This reality was particularly evident in Alabama, since it had no
accredited Black high schools by 1910.33
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In an article entitled “The Admission of Normal Schools and Colleges in the
Membership in the Association of Colleges and Secondary Schools of the Southern
States” in the 1921 Commission report by V. L. Roy, the President of Louisiana State
Normal School discussed the debate surrounding the entrance of normal schools and
teacher training colleges into SACS. Roy extolled the important role which the
Association played in the South. He reminded them that until recently, they were the only
standardizing educational agency in the region but Roy acknowledged that some types of
institutions did not yet possess sufficient standardization for membership into this
agency, then purported that this is the very reason why these schools should be allowed
entrance into SACS.34
According to Roy, membership into the Association would be extremely
beneficial to these institutions and help to maintain educational uniformity in the South.35
He further asserted that if normal schools and teacher training colleges were not allowed
to join this Association they would likely form their own organization. He referred to the
Association of Teacher-Training Institutes formed five years earlier at Peabody.36 Roy
succinctly described the problem when he stated, “In fact, because of the several types of
normal schools, normal colleges, teachers’ colleges, and other schools of the South
Teacher training schools have been less uniform in admission and curricula
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standards than the Colleges of Arts and Sciences.”37 This would be one of many such
discussions before entry into the organization would be granted. Discussions such as this
further corroborate the stabilizing impact of the organization in higher education.
SACS offered a preliminary definition and distinction between standard teachers
college and normal schools. The proceedings from the 1925 Thirtieth Annual Conference
on Standards for Teachers College and Normal Schools indicate that formulating
definitions appeared to be a major agenda item. The definitions were recorded as “A
standard teachers college is a college in which all courses are collegiate grades and offer
a four-year curriculum to prepare students to teach elementary and secondary schools. A
normal school is a teacher training program that offers two- or three-year curriculums.”38
Standardizing the definition of teacher training colleges and normal schools provides
further evidence of the agency’s scope and magnitude of influence. It also confirms
Presidents Roy’s assertion that permitting these institutions into the organization would
help to standardize norms and practices within those types of schools. Standards
development for teacher training colleges did not cease with establishing the difference
between teacher training colleges and normal schools. The Association also established
other standards associated with teacher training institutions.
The teaching profession being held in low esteem and requiring limited
educational training was sufficient evidence of the lot of that profession. Roames
highlighted the plight of this noble calling by stating that teachers had poor salaries and
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working conditions and, thus, often attracted individuals with little training and
competence compared to other professions.39 As pointed out earlier, teaching was greatly
valued in the African American community. In 1896, the Plessy vs. Ferguson ruling
codified “separate but equal” in America. Teaching provided an additional professional
and economic track.
Compared to the menial back-breaking options for Blacks, teaching provided an
acceptable alternative. Teaching also had additional appeal. Jones explains that Black
women had limited access to employment available to female White workers. She stated,
“Like teachers, nurses benefited from specialized training that allowed them to earn
steadier wages above those of a domestic, and at the same time gain the satisfaction of
serving the community, characterized as it was by rigid patterns of segregation.”40
According to Anderson, self-help and self-determination underlie ex-slaves’ desire for
education.41 This worked out well in making an education a very valued and attractive
occupation for a people only a few decades removed from chattel slavery. In addition,
Blacks cherished the altruistic opportunity to help their community. Despite low pay, less
than favorable working conditions, and the general low regard of the teaching profession
held by mainstream society, it provided greater illumination of why teaching was one of
the professional employment tracks of choice for many. Women were also provided with
an opportunity to avoid the danger of working in homes as domestic workers.

39

Roames, “Accreditation in Teacher Education,” 49.

40

Jacqueline Jones, Labor of Love, Labor of Sorrow: Black Women, Work, and the Family from
Slavery to the Present (New York: Basic Books, 2009), 180, accessed May 12, 2014, http://site.ebrary.com/
lib/andrews/Doc?id=10359223&ppg=209.
41

Anderson, The Education of Blacks in the South, 1860-1935, 5.

85

Discriminatory practices discouraged the practice of coeducation among Blacks and
Whites in the South, thus significantly increasing the need for Black teachers. The Black
community upheld its importance.

Vocational Education
Social and economic forces were evident through monetary contributions of
HBCUs that adopted the Tuskegee-Hampton curriculum model, as already noted.
Inequitable distribution of funds along racial lines is a clear indication of racism. This
section will look at ways that the state and federal government were involved in
repressive practices in education. An overview of some of the more common legislative
and political systems is presented.
The federal and state governments endorsed the vocational curriculum model.
Charles Alpheus Bennet states that interest in practical education had been increasing
since the late 1800s with the acceptance of the manual-training movement. Manualtraining education provided high school and upper elementary school students with a
foundation of industrial knowledge and some proficiency with tools. He asserted,
however, that The Vocational Education Movement began in 1906 with the Douglas
Commission report to the Massachusetts Legislature and the National Society for the
Promotion of Industrial Education.42 Massachusetts would be one of many states to
accept and adopt the vocational educational movement to augment or replace their
curricula choices. Vocational education would become popular throughout the early to
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mid-1900s and be widespread options in both secondary schools and post-secondary
schools. As previously stated, vocational education in PWIs included occupations that
provided more options for economic success, such as engineering. The TuskegeeHampton model of vocational education for African Americans created a superstructure
of marginalization through the farce of equal higher education. Anderson states that the
Tuskegee-Hampton model of vocational education represented a compromise between
Northern Whites and hostile Southern Whites to reconcile the idea of universal common
schooling for Black children.43 This model primarily prepared one for agrarian work or
domestic service, significantly reducing individual and collective economic, social, and
political progress. In the capitalistic structure in which the American economy is based, it
is commonly accepted that economic well-being is positively associated with power.
Public schools were not the only type of schools affected by the vocational
educational movement trend. Many faith-based institutions wholeheartedly adopted this
curriculum model. According to George Knight, religious educators promoted the need
for practical work being united with mental effort as well as the need to teach young
people to work.44 The real push for acceptance of vocational education came on the
tailcoat of federal funding. According to Sol Cohen, “The industrial education movement
began in a desultory way in the late 1870s as a demand for manual training in the
elementary grades and trade training on the high school level.”45 The 1926-1928 biennial

43

Anderson, The Education of Blacks in the South, 1860-1935, 80.

44

George R. Knight, ed., Early Adventist Educators (Berrien Springs, MI: Andrews University
Press, 1983), 40.
45

Sol Cohen, “The Industrial Education Movement, 1906-17,” American Quarterly 20, no. 1
(Spring 1968): 95, accessed February 9, 2014, http://www.jstor.org/stable/2710993.

87

survey report by the Department of Interior Bureau of Education in 1929 lists the ten
reasons for the increase in vocational education.46 This trend in vocational education
likely encouraged schools that used the vocational model to expand their programs. Other
factors provided additional motivation for the adoption and even enlargement of
vocational programs. Those reasons will be discussed later in this study. These
recommendations were likely influenced by the 1914 Report from the Commission on
National Aid to Vocational Education. This report synthesized compelling arguments for
federal aid to vocational education.
The report concludes with the assertion that “vocational education is needed to
democratize the education of the country.”47 The Commission purports that vocational
education has social and educational benefits which included the recognition of differing
aptitudes and interest by providing equal employment opportunities providing education
for those who worked on a farm or a shop through evening classes, providing alternative
education for those who do not respond to book knowledge and the infusion of utility and
dignity into the educational system by education that was directly useful and
meaningful.48 Similar wording is found in many of the Tuskegee bulletins. Providing
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alternative education for those who do not respond to book knowledge is good, but
preventing some from acquiring academic knowledge beyond industrial training is quite
another. Further analysis on this subject will be included in future sections.

Tuskegee Institute
According to Raymond Smock, Tuskegee was founded on July 4, 1881, by an act
of the Alabama State Legislature. The institution gained world-wide recognition through
the able leadership of Booker T. Washington, who whole-heartedly endorsed the
Tuskegee-Hampton model of vocational education.49 Tuskegee Normal and Industrial
Institute was established in 1881. Though it was established for teacher training, the
school had a strong emphasis on vocational teacher training.50 The vocational training
established at Tuskegee would become one which would be pushed on Black schools.
Smock stated that Washington committed his energies into making it the model of Negro
vocational education.51 Although it had a strong emphasis on vocational training, teacher
education was still essential to the institution. In 1931, Tuskegee received Class B
accreditation from SACS. Their class standing was upgraded to Class A in 1933. In 1920,
Tuskegee offered a vocational teacher training course. Though it was designed to
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prepare teachers, it focused heavily on vocational and industrial skills. By the time it was
accredited, Tuskegee operated a Teacher Education Bachelor of Science and a two-year
Normal School program.52
James Anderson noted that at the core of it mission, Tuskegee was a normal
school with training teachers for the South’s Black educational system at the core of its
mission.53 According to the 1933 National Survey of the Education of Teachers in 1850,
95 percent of the Negroes were illiterate; by 1930, illiteracy had been reduced to 16
percent. In 1865 the percentage of the Negro population of school age enrolled in school
was approximately 2 percent; by 1930, the corresponding percentage was 78 percent.54
The massive increase in literacy among Blacks was due to the work of Black teachers.
Since Jim Crow laws prevented race mixing, Black teachers were primarily responsible
for the education of the community and Tuskegee played a vital role in education.
Tuskegee was located in Macon County, Alabama, in what was known as the
“Black Belt” first, because of its Black soil, and later, because of its high percentage of
Blacks. This area was the home of many former slaves.55 The South was economically
depressed, particularly in rural farm areas such as Tuskegee. Millions of Blacks struggled
to survive through sharecropping in a region, which by 1895, was economically
depressed, left ravaged by the Panic of 1893 which was brought on by a failure of
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thousands of businesses in railroads and banking.56 Poverty made the plight of Blacks
even more challenging, both economically and politically. African Americans comprised
almost half of the Alabama population. This made Black agrarian workers even more
crucial for the agrarian economic structure of the South. In the wake of the economic
panic, Blacks were left with fewer employment options and opportunities. This state had
a large rural population of Blacks and Whites.57 This largely rural population of Blacks
had been ravaged by economic difficulty and the remnants of slavery. They were very
much susceptible to prejudice and abuse. Tuskegee Institute served this area, also bearing
the economic and cultural challenges along with those it served.
A letter on February 10, 1921, from the state of Alabama confirmed participation
of the state and the receipt of federal funds in the amount of $17,500, which the state
would match dollar for dollar, equaling $35,000 for vocational education. The letter also
said that distribution of federal funds would be based on population. In her study on
federal vocational acts and policies in vocational education, Regina Werum purported
that the Smith-Hughes Act was passed by Congress in 1917 to provide funding for
vocational education, but placed particular interest in agricultural training. She further
argued that federal distribution of funds was based on population which decreased the
likelihood of funds reaching areas where the need may have been greater. Rural Blacks
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who resided in less populated areas would receive less funding than schools located in
more populous areas. Many economically challenged areas would not equitably benefit
from these funds regardless of race.58 This unequal distribution of funds manifested itself
in many ways on both the state and federal level. Werum declared that vocational laws
were prompted by the agrarian Southern elite that not only provided educational benefits
for that class, but also sought to reinforce racial roles. She continued that the curricula of
vocational schools remained behind economic and technological advances, which greatly
disadvantaged African Americans.59 The history of the Smith-Hughes Act gives credence
to the fact that the federal government endorsed vocational education and distributed
funds inequitably among regions and races. Racially biased political practices on the
federal level sanctioned and reinforced them on the state and local level.
In her conclusions regarding educational laws and policies of the segregated
South, Werum asserted that all federal vocational acts before 1963 shared three common
elements. First, federal funds covered only teacher salaries; second, funds were
distributed based on population; and finally, state or local funds had to match federal
funds dollar for dollar. She further asserted that the distribution of the funds was
inequitable with regard to race.60 Her research unearthed several issues which potentially
affected institutions that offered teacher education. Federal policies may have
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inadvertently made paying teacher salaries more attainable for vocational institutions that
received government subsidies for teacher salaries.
It has already been noted that Black educational institutions did not receive
equitable funding. Other authors have researched the subject extensively and added
additional insight into this dilemma. Carol Kaprinski asserted that the preparation of
Black teachers was under-financed and subject to ideological struggles over its nature.61
Kaprinski found that inequitable distribution of funds in Alabama with regard to Black
education was commonplace in Alabama.62 Evidence presented in this discussion reveals
an inequitable and unfair distribution of funds and resources to historically Black
colleges. Furthermore, providing funding specifically to vocational schools indicates a
preference for the adoption of that curriculum model.
Standards for colleges of Arts and Sciences and for teacher training colleges
outline minimum practices for Teacher Training College members such as admission
requirements, which specify the completion of a four-year course with no less than fifteen
units taken from an accredited secondary school or its equivalent and outlined graduation
requirements with a minimum of 120 hours of college credit. It seems the establishment
of these standards helped to draw a line of demarcation between four- and two-year
teacher training institutions. It also raised the bar for other institutions seeking entrance
into SACS.
Income inequities manifested themselves in various ways. Limitations with access
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to higher-paying professional occupations is just one of them. Even within the same
profession, Blacks and Whites did not receive the same compensation. Racial disparity in
pay scale for teachers is well documented.63 Despite racially motivated salary
discrepancies between Black and White teachers, paying Black teachers the wages
required by SACS may have been a barrier for some HBCUs. Schools that received state
and governmental subsidies for teacher salaries could more readily meet SACS teacher
salary requirements. Standards regarding teacher pay and annual income presented
challenges for institutions which serviced disadvantaged groups such as Native
Americans, African Americans and women. These groups had already been marginalized
by many employment professions and these standards also challenged the standing of
institutions supporting those groups, especially HBCUs and Black high schools.
Since Tuskegee adopted the vocational model, Tuskegee continued to adapt its
curriculum accordingly. Cohen reports that some proponents of the industrial education
movement felt that this sort of education was fitting for those who were academically
inept and misfits in school.64 Though vocational education was established to meet the
needs of different types of children, it appears that it was not established for students to
matriculate into the higher echelons of society. The focus of vocational education on
factory, trade, and agricultural work assumes a predisposition toward preparing students
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for manual jobs, some even economically menial. Despite the various debates on the
topic of industrial education, Tuskegee was committed to that model and developed the
teacher education program within the cultural context of its vocational, racial, economic,
and political paradigm.
In Tuskegee’s Forty-Second Annual Catalog: 1922-1923, one finds a more
balanced teacher education program inclusive of pedagogy courses, science, English, and
art with the addition of manual arts and gardening and domestic arts and gardening
courses in the junior and senior years.65 The replication of the vocational courses for their
junior and senior year demonstrates the intent of this program, which was to prepare
teachers to teach vocational and manual trades. In 1923, a special teacher training course
covering two years beyond the present course for graduation would begin on September
13, 1923.66 James Fraser reported that minimum teacher requirements were standard in
most states until the late 1930s.67 Tuskegee was remaining current with the trends for
greater education and training for Normal Training institutes.
Like other schools during this era, Tuskegee maintained an academic department
and a vocational program. The Forty-Second Annual Catalog: 1922-1923 included this
statement: “Every pupil in the institute is enrolled in the academic department.” The
section of the bulletin also informs the reader that day-school students (except seniors)
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attended class three days a week so that they could spend the other days in their trade.
Seniors attended class daily with only one day allotted for their trade. Night students,
however, attended class daily from 6:45 to 8:30 p.m. The academic course was a sevenyear course, including three years of preparatory work and four years of Normal Course
proper. The following statement is found in various Institute bulletins: “There is a close
correlation between the Academic and Industrial Divisions.” It also informs the reader
that teachers from the academic section of the institution visited the vocational instructors
regularly.68 The strong link between academic and industrial programs is indicative of the
import placed on vocational training even within the academic track curriculum.
In that same bulletin is a statement informing readers that the special teacher
training course was included (see Table 1). This course was available to individuals who
completed the regular course at Tuskegee or its equivalent and was designed to meet the
Alabama State Department of Education requirements and those of other Southern states.
This professional track program incorporated the general courses found in traditional
teacher education programs, including psychology, general methods, and school
management. This curriculum also included courses such as nature study, manual arts,
gardening, and domestic arts interwoven into the curriculum.69 Both subjects had to be
taken in the students’ junior and senior years. Courses such as these were designed with
the intent that teachers who matriculated through this program could teach vocational
skills.
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Table 1. Teacher-training professional course curriculum
Junior Year
Psychology (Educational)

Senior Year

School Management

History of Education
The American Rural School and Alabama
School Laws
Psychology (Child)

Review of Academic Subjects

Methods

Nature Study

School Administration and Supervision

English

Practice Teaching

Drawing—Writing

English Composition and Literature

Music

Practical Arts

General Methods

Physical Education
Physical Education
Manual Arts and Gardening (Boys) One Manual Arts and Gardening (Boys) One
Day
Day
Domestic Arts and Gardening (Girls)
Arts and Gardening (Girls) One Day
One Day
Source: Tuskegee Normal and Industrial Institute, Forty-Second Annual Catalog: 19221923 (Tuskegee, AL: Tuskegee Normal and Industrial Institute, 1922), 44, Legacy
Museum, Tuskegee, AL.

Vocational Curriculum Resistance
African American schools demonstrated covert and overt resistance to the push
for the adoption of the Hampton-Tuskegee vocational curriculum model. James Fraser
reported that the emergence of county training schools represented a shift in teacher
training. County training schools were racially segregated and encouraged to adopt the
Tuskegee-Hampton model of the industrial training model for all students, including
future teachers, at the public expense.70 Powerful White philanthropists had been
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instrumental in funding Black education. Though their assistance was needed, economic
agendas played a role in their generosity. James Hardy was the originator of the Slater
Fund in 1910 that was open to all Negro elementary school children with the expectation
of training better teachers. The Slater Fund had long been used for funding the education
of Blacks and now sought to develop public Black secondary schools rather than
providing assistance to private Black schools.71 Philanthropic organizations, in
conjunction with state and federal assistance, directed their financial support to the
development of public schools geared to train African American teachers. Public teacher
training schools provided greater access to the potential pool of future African American
teachers since this form of education was free and located in their local community
through county schools. The shift to the development of county schools presents a strong
argument in favor of state and governmental preference toward the adoption of a
curriculum model for African American schools and teacher education. In addition, it
demonstrates social pressure for the adoption of these schools through the availability of
funding for Black schools that adopted this model. Fraser stated, “One of the great
hallmarks of Southern African American education, especially in the era of segregation,
was the way in which covert resistance dramatically changed the actual practice of
schooling in America.”72 Despite the pressure to accept this type of education for Negro
students, Black educators found ways to capitalize on economic incentives while resisting
the exclusive adoption of the vocational curriculum model.
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In her research on Black education, Joan Malczewski found evidence of resistance
to the imposed Hampton-Tuskegee model in at least two Southern teacher training
schools in North Carolina. Her research indicated that these schools misrepresented the
curriculum being offered in their official reports to the Slater Fund. For example,
teaching time spent on industrial training was reported, when in fact, those hours were
dedicated to training Black students in traditional academic subjects such as reading,
writing, and math. Malczewski further summarized similar practices in other HBCUs. In
1914, James Dillard from the Slater Fund found a training school in Tennessee neglecting
industrial courses while trying to teach four years of Latin. The following year, Dillard
discovered a Georgia training school teaching Greek, German, psychology, ethics, moral
philosophy, and economics.73 This verifies the resistance of some Black teachers in the
South to the imposition of the vocational curriculum model on Black schools. Though
Tuskegee embraced this form of curriculum, the school found ways to resist racial
oppression.
Anderson purported that supporters of the Tuskegee-Hampton model of education
acquiesced to losing a long battle to make this curriculum the primary curriculum for
Black public schools by the 1920s.74 This form of vocational education was unique to
Blacks. Though it provided a realistic cultural and geographically appropriate vocational
preparation, it limited economic opportunities to Blacks. As previously noted, this form
of training emphasized agrarian and domestic occupations, but little to no opportunity
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existed for individuals aspiring to professional work other than education. Farming was
an economic reality for Blacks and Whites in the rural South in the 1920s; however,
limiting education to those fields through the curriculum demonstrates a motive of social
confinement and restrictions to economic upward mobility.
In the Forty-Second Annual Catalog: 1922-1923 and subsequent bulletins,
information on the Training Center for Normal school teachers, also known as The
Children’s House, can be found. This school had a dual purpose in the Tuskegee Institute
and the community. It not only served as a training school for teachers, but was also a
primary elementary school for Black children. An announcement in that bulletin
announced that a kindergarten with about thirty students assisted in preparation for the
Children’s House.75 Introduction of kindergarten in a poor rural farming community
providing early access to education produces a more literate group and paves the way for
academic success. Introduction of these programs may well have been an overt form of
resistance. Access to early education has the potential to increase interest in school. As
noted earlier, rural Blacks of any age had limited access and opportunity to attend school.
This demonstrated the Institute’s commitment to the Tuskegee community as well
as to its own students. No doubt segregation in the South impeded Black teachers from
continuing teaching practicum. Only a limited number of elementary and high schools for
Black children existed in the 1920s and 1930s and were even less available in rural areas.
Tuskegee functioned within this reality and established a school for the students in the
teacher education program to implement pedagogical theories that were mutually
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beneficial to the public. It is probable that Tuskegee utilized the Children’s House as an
alternative type of education to the county schools. Though still very much committed to
vocational education, this form of education still provided a wider implicit, explicit, and
hidden curriculum. The Children’s House, however, had benefits beyond that of a normal
public school. Tuskegee gave the children access to the library, social entertainment, and
industrial equipment. These helped children of that community get access to information
and experiences well beyond that of the average Black child residing in the rural South
during that time. This hidden curriculum, which included social entertainment and
exposure to industrial equipment, potentially positively impacted the children who
attended this school. Attending school on a college campus also provided them with
examples of academic and professional success by Blacks through teachers, professors,
and university personnel and allowed them to consider options beyond poor agrarian and
domestic labor.
An action by the Alabama Department of Education in 1923 reinforced economic
and social norms of inferior status held by Africans and the racially biased power
structure of the times. In a letter dated February 1, 1923, this department informed
Tuskegee that a White itinerate teacher-trainer would be appointed to supervise both
Negro and White schools; however, one-fourth of his salary would come from the portion
of the federal funding allotted to Black institutions. The letter asserted that the Board was
hopeful that within five years, the vocational work among Black schools could justify
hiring a Black itinerate teacher-trainer. Based on the previously stated literacy rates
among Blacks during this time, it is difficult to conclude that there were enough Black
schools to justify a Black itinerate teacher-trainer.
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The letter further stated that, due to this new position, the State Board decided to
discontinue the teacher training course at Tuskegee in July of 1923. The letter did not
state how long this discontinuation would last. The letter appears to validate Werum’s
earlier assertion of a less-than-balanced approach to appropriation of funds in matters
involving race.76 This decision seemed arbitrary and partial. Alabama was assigning
economic responsibility for services to this school and closing programs at the state’s
discretion. This decision contained an imperious tone. Other Southern states participated
in this sort of activity.77
The Forty-Third Annual Catalog: 1923-1924 indicated that students could elect
an education major after completion of their sophomore year. Once this course of study
was elected, the student then embarked upon a teacher-training curriculum that included
practice teaching. Upon fulfillment of these requirements, the state issued a Pre-Normal
certificate valid for three years. At Junior or Normal colleges, the state issued a Class A
Elementary Professional certificate for students who successfully completed the two-year
teacher training course.78 Individuals who achieved this could begin working as teachers
with a twofold benefit. More teachers were available to help educate the masses and that
person could begin his or her professional career. Teaching provided an escape from
onerous farm work. Tuskegee not only sought to prepare teachers, but also sought to
equip them to work in various settings.
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The Forty-Third Annual Catalog: 1923-1924 further declared that the Department
of Rural Education was organized in 1910 to systematize and monitor the school’s
various extension activities. The primary goals of the extension sites were to instruct rural
people how to improve themselves and their lives. Extension sites served as continuation
school for teachers in the field.79 Tuskegee was well situated to perform these services.
The Institute was located in a rural agrarian community in poverty-stricken Macon,
Alabama.80 Extension sites provided an opportunity for Tuskegee to assist in the
education of their community through non-conventional methods in a way that had
practical application to the everyday lives of people in their community. These nontraditional educational sites sought to empower adults as well as children. Robert Zabawa
and Sarah Warren shared the fact that the Institute spearheaded other efforts to inform
and empower various segments of the community through the Black agrarian press.81
This was a form of resistance because it moved beyond manual labor to literacy
improvement and economic building. According to Smock, Booker T. Washington’s
public persona masked his hidden agenda for Blacks to fight racism when they were
economically stronger.82
The Forty-Fourth Annual Catalog: 1924-1925 included this statement, “Tuskegee
Institute aims to provide an opportunity for young colored men and women to acquire a
sound vocational training so that upon graduation they may be thoroughly equipped for
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active leadership in improving moral, educational, industrial, and civic conditions in the
communities in which they may thereafter live.”83 The Children’s House and an
extension site substantiated this proclamation by furnishing students with vocational
training and active leadership opportunities. Tuskegee consisted of students who often
worked to pay their way through school or helped to support their families; therefore, the
school offered night school. Night school options gave greater access to education for
non-traditional students. Progressive plans such as this shed some light on the educational
needs of African Americans at every level. Whether attending during the day or night, the
two-year teacher training course included weekend classes.84 Night classes were essential
for Blacks to gain educational access during this time since most former slaves had little
money and had to work and pay their way through school.
A collegiate division with a Teacher’s College appeared in the Forty-Fifth Annual
Catalog: 1925-1926.85 This division was likely a response to pressure from accrediting
organizations. According to Ludeman, the Normal School Department of the National
Education Association created a subcommittee of Statement of Policy in 1907. The
committee made the following recommendations:
Candidates for normal school should have a high school education; normal schools
should prepare secondary teachers by giving three of four years of school but they
had to have academic departments as strong as a university or college; and
universities and colleges should give full credit to work done at normal schools.86
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Since Normal schools had to have transferable credits for colleges and universities their
course offerings needed to be at a collegiate level caliber. HBCUs needed to increase
their teacher education curriculum offerings to meet these recommendations.
The inclusion of a course in tests and measurements was also announced during
that time.87 This inclusion demonstrated progress toward a more collegiate-level teacher
education curriculum. Curriculum changes in the teacher education program accelerated
quickly after 1925. The announcement that the School of Education would offer a twoyear course (see Table 2) leading to a diploma and a four-year course leading to a
Bachelor of Science degree is found in the 1926-1927 catalog.88 Both the diploma and the
B.S. displayed the development of a more well-rounded curriculum with less of a focus
on agricultural and industrial training. This curriculum leaned more towards a liberal arts
curriculum model. Art and music were already a part of the curriculum, but the study of
foreign languages, French and Spanish, had been expanded. These changes initially imply
a reduced concentration on manual training and industrial arts, yet upon further analysis,
it becomes clear that industrial arts had the second largest number of required credits in
the program. It is only slightly less than the education course requirements for the junior
and senior years.89
This expanded curriculum was inclusive of more courses normally found in the
classical curriculum such as foreign languages, but despite this, Tuskegee’s curriculum
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retained a vocational focus. Progress in the curriculum is obvious in other ways. After
1925, the significance of the summer school programs became more prominent. Summer
school for teacher preparation helped teachers to complete certification or the B.S. in
education with no disruption to the academic school year. The summer school certificate
helped to meet the needs of teachers who may not have completed their degree or
certification.

Table 2. First and second year course of four years, leading to a degree of B.Sc.
First Year

Second Year

English 101, 102, 103 (Composition and
Literature)
Biology 101, 102, 103
Education 101, 102, 103 (Introduction to
Education)
Educational Psychology

English 201, 202, 203 (Composition,
Literature, Public Speaking)
Chemistry 201; 202, 203 (General)

Physical Education 101, 102, 103

Drawing

Drawing

Industrial Arts

Industrial Arts

Electives (choose two)

Electives—choose two

French or Spanish 201, 202, 203
Mathematics 201, 202, 203 (Analytical
Geometry)

French, or Spanish 101, 102, 103
History 101, 102, 103 (Medieval and
Modern)
Mathematics 101, 102, 103 (College
Algebra, Trigonometry)

Education 201, 202, 203
Physical Education 201, 202

Physics 201, 202, 203 (General)

In the Forty-Sixth Annual Catalog: 1926-1927, one finds this statement:
The Tuskegee Summer School is conducted under the joint auspices of the Alabama
State Board of Education and Tuskegee Institute. The school is organized with special
reference to the needs of teachers, in-service principals, supervisors, high school
teachers, elementary teachers, and teachers of home economics, teachers of industrial
106

arts, teachers of physical education, teachers of business practices and teachers of
vocational agriculture.90
The announcement further informed that the Alabama First Class Pre-Normal Certificate,
the Tuskegee Normal Diploma, and the Alabama Class Elementary Professional
Certificate and other special certificates could be earned wholly during summer school.
Further changes in the language portion of the curriculum took place in 1927-1928 as
found in this bulletin. The Teacher Education program added German as a language
option for study.91 Language is an important component to the classical curriculum,
which may indicate a change toward greater adoption of that model.

A Decade of Change
Tuskegee underwent important changes during the 1930s. In 1931, it received a
Class B accreditation from the Southern Association of Colleges and Schools. During the
previous decade, the teacher education program experienced significant shifts in the
curriculum, including the offering of a B.S. in education. In the Fiftieth Annual Tuskegee
Institute Bulletin: 1930-1931, the School of Education introduced a four-year course
leading to the B.S. degree for high-school teachers with a major or minor area of
concentration. “A major for students in the School of Education is the principal subject
which the student desires to teach. It consists of a minimum of from 27 to 36 quarterhours in the subject selected.”92 Industrial Arts was not one of the thirteen major and
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minor options. Curriculum Studies and Observation and Practice Teaching courses were
also introduced in this bulletin.93 Courses such as this suggest moving away from a
vocational curriculum focus. The timing of the omission of Industrial Arts during the year
that the school received SACS accreditation may be more than a coincidence.
As previously stated, Black institutions were another group excluded from
membership in the association at its inception. Racial and social norms as well as state
laws did not allow for race mixing in the South when the organization began in the late
1800s. It is commonly established that these institutions, including education, were
separate, but far from equal. Eventually social practices within the regional organization
began to change. SACS established the Committee on Negro Schools in 1930 to oversee
the accreditation of Black institutions. Myriad issues surfaced revolving around the
inclusion of Negro schools. Nonetheless, these institutions were later allowed to join, and
a Negro section of SACs was in effect by the 1930s. Proceedings from the 1935
Association of Colleges and Secondary Schools for Negroes unveiled some of the
intricacies involved, which will be elaborated upon below.
In an article entitled “What Adjustment or Adaption, if Any, Should Be Made in
the Application of Standards to Negro Schools?” J. T. Carter, Dean of Talladega College
in Alabama, shed light on one such challenge. Carter wrote a discourse on the question
regarding the need for equal SACS standards for Negro schools. He reported that the
basis for the article emanated from a conversation he had overheard among high-school
principals and state education officials. The question was posited, “Should the same
standards of accreditation be applied to Negro schools as are in force with respect to
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White schools?”94 According to him, an almost unanimous vote was taken in favor of
lower standards for African American high schools since these schools were
unaccustomed to being measured. Carter articulated that the reason stated for the
proposed differentiation was either that the standards had nothing or little to do with
measuring excellence or the principals and state officials were in denial, through
ignorance or negligence, of the numerous reasons that it had not been possible for Negro
institutions to attain the state’s definition of excellence. He said that in this instance, the
principals were Negro and the state officials were White. Black high schools were
unaccustomed to being measured due to racial prejudice, which precluded them from
entrance into SACS. An anachronistic perspective brings clarity to the trepidation
expressed by Black principals regarding equal accreditation standards for Negro high
schools. Black high schools were, in large part, barred from participation in the
accreditation process. Late entry into an accreditation organization as a result of racist
practices common to the South likely produced legitimate fears that Black schools would
experience barriers in meeting SACS’ accreditation criteria.
High schools were often a part of the accreditation debate because SACS
accredited both colleges and secondary schools. As previously stated, there was a lack of
available Black high schools, particularly accredited ones.95 Due to the lack of available
high schools for Blacks, many historically Black colleges conducted preparatory and high
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schools as a service to their communities and to provide practice teaching for education
students. Carter’s recollection provides further insight into the issues with regard to the
accreditation of Black schools. He recounted an incident that took place several years
prior at a SACS meeting. Jack, a former Dean of Emory University, stated that SACS
“had no responsibility in the matter of examining and accrediting Negro schools and
colleges.” The Dean, however, finally stated that if SACS decided in favor of the
inclusion of Negro schools, the same standards would apply. Carter articulated the issue
when he posed this question, “What adjustments or adaptations, if any, should be made in
the application of standards to the various phases of Negro Life?”96
Carter desired to ascertain the best course for education in African American
schools concerning standards and accreditation while considering the history of Black
people in America. He presented two schools of thought involving this matter. First, there
is what he described as the paternalistic attitude. He argued that White proponents who
adhered to this line of reasoning did not expect much for the Negro, due in part, to history
and current circumstances and because he was Negro. The appropriate thing to do,
therefore, was to establish lower standards for them (Negro standards). Carter stated that
Blacks who subscribed to the argument whined and made excuses for their shortcomings
and gladly accepted a stamp for something they were not.
The second school of thought was that White individuals expressed sympathy and
understanding as well as cooperative assistance toward Black people. Carter claimed that
this group hoped to assist Blacks through their deficiencies, while maintaining rigid
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standards. According to him, African Americans who agreed with this school of thought
purported that this was the only way to maintain self-respect and real advancement.97
Further reflection on the history of the Negro in America reveals that both sides presented
valid arguments regarding accreditation standards for HBCUs.
Considering their past, it would have been unrealistic to expect the same level of
performance between Black and White institutions, yet there is much to be said about the
maintenance of high and equal standards for any institution that wanted to become a
member of SACS. Since membership was voluntary, schools could decide to apply when
they felt adequately prepared to meet those standards. As long as the standards were
reasonable and administered fairly, this could potentially have leveled the playing field
for academic excellence. The question pertinent to this is whether the SACS standards
were reasonable and for whom were they reasonable?
Carter told about another incident that had occurred at Talladega College over this
same issue. He attested that, at one point, the college was beginning to feel keenly that its
lack of rating was handicapping students who wished to continue their studies. The
school trustees wanted to know why the school did not possess an “A” rating. He
concluded the discourse with this stirring statement: “In our program of standardization
may the evil be many times overbalanced by the good, and may a lasting service be
rendered the Negro through your honest, sincere, and intelligent application of standards
to the schools of the country.”98 SACS established two standards of accreditation:
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standard “A” and “B.” Out of approximately 109 historically Black institutions in
existence during that time, 14 4-year colleges achieved Class A accreditation.99 Those
low numbers of HBCUs that were able to obtain Class A ratings may be indicative of
bias. If only 14 historically Black colleges and universities were able to attain Class A
accreditation, these types of schools were likely not considered when the standards were
created. Either many HBCUs did not attempt to get accredited or so few of them that
applied for accreditation were able to achieve this rating.
The teacher education programs experienced important changes during the 1930s.
Incidentally, many of these changes occurred immediately prior to or immediately after
the school was accredited. Advanced Psychology made its debut in the Fiftieth Annual
Tuskegee Institute Bulletin: 1930-1931.100 By the 1933-1934 bulletin, a statement
regarding the development of two collegiate-level vocational courses was added to the
curriculum. The statement also asserted that this process was unprecedented and was in
direct response to the growing need by teachers and supervisors of vocational education.
This announcement included an intriguing statement that advancing standards require that
individuals obtain the qualifications represented by an academic degree.101 Although the
statement was explicit about meeting the educational requirements first established by the
State Department of Education, the inclusion of the term “increasing standards” may
have had additional implications. As previously established, accreditation was the
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catalyst for greater state oversight of educational quality.102 The increase in standards by
the State Department of Education can be correlated to the SACS and the accreditation
movement. In 1933, Tuskegee was reaccredited by SACS as a Class A college. Standards
rather than requirements were the language of accrediting organizations since
membership was voluntary. State and federal rules were requirements since they had
legal jurisdiction over schools.
Class B accreditation was designated for schools that did not meet one or more of
the standards yet the quality of their work allowed their students to continue on to
graduate-level work or professional fields.103 The use of the word standard and the time
of their change in accreditation status from Class A to B suggests that Tuskegee’s
vocational development and curriculum changes were prompted, at least in part, by
meeting SACS Class A standards. The first SACS standard for teachers colleges and
Normal schools defines a standard teachers college as “a school of strictly collegiate
grade with four-year curriculums designed to prepare teachers for the elementary and
secondary schools.”104 It appears that in addition to meeting the requirements of the
Department of Education, Tuskegee also sought to meet SACS standards for teachers
colleges.
The Tuskegee Institute Bulletin Published Quarterly Fifty-Sixth Annual Catalog:
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1936-1937 outlined a basic curriculum for training teachers for rural schools.105 The rural
curriculum (see table 3) included courses in major content areas during the first two
years. Actually, the curriculum was identical to the other educational programs for the
first two years. This is an indication of the process of standardization in the teacher
education curriculum. The Tuskegee Institute Bulletin, Fifty-Seventh Annual Catalog:
1937-1938 incorporated teaching combinations of curricula choices for secondary
education (see table 4). These choices are for the students’ major and minor areas. A
major was the primary content area that the teacher will teach and requires 36 quarter
hours of study in a selected area. Correspondingly, a minor required 27 hours in a subject
area. Fourteen major and minor selections were provided.106
The Tuskegee Institute Bulletin, Fifty-Eighth Catalog Edition: 1938-1939
demonstrated that the Education Department Curriculum was inclusive of more complex
topic courses such as Curriculum Development programs and Scientific Study of
Educational Problems.107 “The Annual Report of the President: 1919-1938” reported that
the six-day curriculum allowed their students to gain classical and industrial training to
prepare them for the world. The summer school at Tuskegee filled the need in the South
for vocationally trained teachers.108
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Table 3. Basic curriculum for training teachers for rural schools (1936)
Freshman Year
Art 104, 105, 106
Biology 101, 102, 103
English 101, 102, 103
History 101, 102, 103
Physical Education 104, 105, 106
Practical Arts 101A, 101B, 101C
Sociology 201, 202, 203

Sophomore Year
Chemistry 201, 202, 203
Education 204, 205, 206
English 201, 202, 203
History 301, 302, 303
Physical Education 207, 208, 209
Practical Arts 201, 202, 203
Electives (minimum) 24
French 101, 102, 103
Sociology 207, 208, 209
Mathematics 101, 102, 103
Source: Tuskegee Institute, Tuskegee Institute Bulletin Published Quarterly Fifty-Sixth
Annual Catalog: 1936-1937 (Tuskegee, AL: Tuskegee Institute, 1936), 67, Legacy
Museum, Tuskegee, AL.

In the “1935 Annual Report of the Principal,” President Moton reported that a
County Superintendent of Education from an adjoining state visited Dr. W. T. B.
William, the Dean of the School of Education, and commented that he wished that he
could find men with some teacher experience plus Tuskegee’s trade experience. A
decision was made to open special courses of study for principals of schools who desired
to do a year’s work at Tuskegee Institute to acquire a general knowledge of trade
teaching.109 A further statement from the president reveals the motives for the changes in
the teacher education curriculum. In his conclusions to this report he stated, “Courses of
study at Tuskegee have been advanced, enriched and enlarged, to meet new standards and
new requirements of an advancing South.”110 Once again, statements regarding standards
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Table 4. Teaching combinations curricula choices for secondary education
(1930-1931)
Suggestions for Majors and Minors
Major

Supporting Minor

Art

English, History, French, Psychology, Spanish

Biology

Chemistry, Mathematics, Physics, Psychology, Philosophy

Chemistry

English

Mathematics, Physics, Biology, Foods in Home Economics,
Agricultural Chemistry
Biology, Education, English, History, Philosophy,
Sociology, Political Science, Psychology
History, French, German, Philosophy, Psychology

French

Classical Literature, History, Spanish, Philosophy

German

Classical Literature, French, History, Philosophy, Spanish

History
Political Science

Economics, Political Science, Foreign Languages, English,
Philosophy, Sociology
Economics, History, Sociology, Foreign Languages

Mathematics

Physics, Chemistry, Biology, Economics, Philosophy

Music

Philosophy, History, English, Psychology, Modern
Languages
Chemistry, Mathematics, Biology, Philosophy, Applied
Electricity
Biology, Chemistry, Home Economics, History, Economics,
Foreign Language
English, Classical Literature, French, German, Philosophy,
History

Economics

Physics
Physical Education
Spanish
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are mentioned, rather than the usual jargon related to the requirements of the Department
of Education.
Tuskegee University experienced significant changes in the teacher education
program from 1920-1940. More significant changes occurred during the 1930s involving
the curriculum. The Institute acquired SACS accreditation in 1931 with a Class B status.
Two years later, their status was upgraded to Class A. Though many of the curriculum
changes were undoubtedly made to meet the state Department of Education requirements,
meeting accreditation standards appeared to have also been an important impetus for
those changes.
Evidence was presented to link the increase of standards from various entities like
State Departments of Education to the accreditation movement. Tuskegee made
significant changes to their teacher education curriculum from 1920 to 1940. Many of
those changes corresponded with accreditation standards at large and specifically for
teacher education programs. The most important indicator that accreditation impacted
Tuskegee Institute was the change in its accreditation class standing between 1931 and
1933. As previously noted, the difference between these two classes is that an institution
was lacking in one or more standards, but still maintained collegiate-level quality overall.
Though it is difficult to ascertain exactly which standard they initially lacked, it is clear
that changes were made to meet them.

Classical Curriculum Resistance
Bruce Leslie stated that the classical curriculum had traditionally been viewed as
preparation for the professions, based on disciplining the mind for further study, rather
than providing professionally applicable content. Originally, the classical curriculum was
117

based heavily on the classics and mathematics. He also noted that it eventually blossomed
as new knowledge and fields proliferated until the knowledge explosion destroyed the
idea of a common curriculum for all students.111 After the 1900s, educational institutions
of higher learning gravitated towards a revised liberal arts curriculum. According to
Leslie, classical education regained momentum at the turn of the twentieth century as it
was still viewed as ideal for professional preparation. The revised curriculum combined
intellectual knowledge in the first two years with limited specialization and structured
electives in the last two years.112 Anderson stated, “The black public high schools which
trained many of the teachers for the South’s black elementary schools, also resisted by
holding on to the classical-liberal curriculum.”113 Public high schools would not be the
only schools to resist through the maintenance of the classical curriculum.
In 1900 and 1910, Du Bois compiled a list of HBCUs with the highest academic
performance.114 In light of the unique challenges that faced HBCUs during this time, the
maintenance of a strong classical curriculum was in many instances a form of resistance.
Of the fourteen HBCUs listed as excellent, ten of them were considered liberal arts or
classical schools. It was not uncommon for HBCUs to offer vocational training even at
liberal arts colleges; however, their general curriculum maintained a strong focus on
classical academic courses. Du Bois created the legend below (see figure 1) to
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Figure 1. Proportion of total college time devoted to different studies. From William
Edward Burghardt Du Bois and Augustus Granville Dill, eds., The College-Bred Negro
American (Atlanta, GA: Atlanta University Press, 1910), 16, accessed May 15, 2014,
http://www.library.umass.edu/spcoll/digital/dubois/dubois15.pdf
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demonstrate HBCUs that had curriculum that included different studies. A closer
examination of the courses suggests a heavy classical tone.

Atlanta University
Atlanta University was founded in 1865 by the American Missionary Association.
It later received assistance from the Freedman’s Bureau.115 The University served as an
elementary and secondary school as well as a college for Black youth. In 1915, the school
still had a large enrollment of elementary school children.116 Atlanta University made
important contributions to African Americans. One of the most notable contributions was
the publication of the Journal of Negro History. By the turn of the twentieth century, it
was credited as the only institution engaged in Negro studies in the world.117 Atlanta
University received SACS’ Class A accreditation in 1932. Atlanta University was listed
in the W. E. B. Du Bois’s list of “First-Grade Colored Colleges” in 1900 and 1910.
Atlanta University exemplified a commitment to the classical curriculum.
The Black population in Atlanta exploded during the first third of the twentieth
century. According to Ronald Baylor, the Black population grew from 28,098 at the turn
of the century to 90,075 in 1930. He further stated that Black neighborhoods primarily
formed along the railroad tracks, in industrial sections, and near Black colleges.118 The
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1930 U.S. Census reported that Blacks made up 37 percent of that population.119
Atlanta was unique in that it was the home to several HBCUs. The Atlanta
University Consortium (AUC) was formed in 1929 and was comprised of five historically
Black colleges in Atlanta: Clark Atlanta University (formerly Atlanta University and
Clark College), The Interdenominational Theological Center, Morehouse College,
Morehouse School of Medicine, and Spelman College.120 The presence of these schools
made education on every level more accessible to Blacks. These schools were essential to
a highly educated Black population.
Atlanta University took the need for trained African American teachers very
seriously. In a letter to the Trustees of the Atlanta University dated March 14, 1923, a
statement regarding the University’s philosophy of education and teacher preparation was
shared:
The most important single task of Atlanta University is the training of teachers. This
work is to be accomplished in part by special professional training in both the
colleges and normal courses, and in part by the giving to our students both knowledge
and power through the study of subjects they are likely to teach, such study to be
reasonably in advance of the grade of teaching upon which they are likely to enter.121
This statement signifies the schools’ understanding of its importance in meeting the
educational needs of African Americans. It also attests to the mission of the school.
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In a letter dated September 21, 1920, the Department of Education notified
Atlanta University that they were qualified to confer baccalaureate degrees and offer
appropriate certificates for normal, high school, and college.122 This letter validated the
school’s four-year degree-granting power. Teacher education was an important focus for
the school. This is affirmed through a poignant statement found in the 1922-1923 and
other school bulletins: “More of our graduates, by far, both college and normal, have
engaged in teaching than in any other occupation. For that reason it has seemed wise, in
our normal school from the beginning, and more recently in our college also, to give
definite professional training in education.”123 This statement provides evidence of the
transition taking place in the Normal school teacher training program at Atlanta
University.
According to this bulletin, the University was established for the liberal and
Christian education of youth. Atlanta University adopted and maintained a liberal or
classical curriculum model. Although that was the primary model, it also offered
vocational training. According to Du Bois, education is a whole system of human
training; thus, he thought vocational courses should be included in that training. This
training had to include training for those who taught others who had to be men and
women of knowledge and culture and technical skill who understood modern culture.124
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An Atlanta University 1923 bulletin revealed that mechanical arts was a part of their high
school and Normal school curriculum (see Table 7 which is grouped with the University
curriculum tables later in this chapter).125 Although this institution identified itself as a
liberal arts institution, it offered vocational training courses. It also offered Latin,
philosophy, and recent and ancient languages to prepare students to be able to engage in
holistic and comprehensive discussion on ancient and modern culture. It was imperative
that some African Americans be trained beyond work on the land and domestic service,
especially those who lived in urban centers. Due to Jim Crow, hospitals were also
segregated. Black doctors, nurses, and lawyers were desperately needed and vocational
education would limit their ability to train for these types of professions.
Atlanta University also offered preparatory and secondary schools. Issues
involving high-school education access to Blacks in Atlanta, Georgia, were conveyed in a
1922 report conducted and presented by Dr. George Strayer and Dr. Nickolaus Louis
Engelhardt from Columbia University. Educational opportunities for Blacks in Atlanta
were summed up in this poignant statement: “The state of Georgia does not maintain
training schools for training colored teachers and the city of Atlanta has not as yet had
any high school for colored children so that a record of training that is presented by the
present colored teaching corps must be considered unusual in certain respects.”126 The
report further states that the education of Negro teachers generally occurred in private
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institutions. Reports of this nature further explained why many Negro colleges operated
elementary and secondary schools as well as institutions of higher education. Limited
access to education on every level motivated these schools to serve in this capacity. It
was likely challenging for an institution to maintain three different levels of education
including faculty, facility, and operations. This was likely more difficult for historically
Black schools, given the limited resources of the demographic population which they
served. Inequitable state and local funding practices inevitably impacted access to
education for Blacks. The University successfully maintained separate levels of
education, including high school, Normal school, and college. Further discussion and
evidence of this is provided in the following sections.
Atlanta University experienced several changes in its teacher education program
in the 1920s. In a report from President M. W. Adams to the Executive Committee, a
rationale was given for the changes that would take place in the teacher training program.
It stated that Educational Psychology and Methods in Teaching High School Subjects
courses would be added to the teacher education curriculum because of student
request.127 This provided impetus into curriculum change at Atlanta University. The
institution took student concerns and requests into consideration when planning and
revising their curriculum, at least in the education department. In another report to this
committee, this important statement was made: “Despite the challenges facing
educational institutions Atlanta University is debt-free. In addition, it has the support of
the General Education Board, Carnegie Corporation of New York, the Slater Board and
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‘a goodly list of donors.’”128 This was an important accomplishment for any school, but
even more important for a Black school. Being debt-free liberated an organization to
operate more independently. Evidence regarding the criteria for the reception of grants
from these organizations was discovered during this research process.
Any institution that was debt-free must have had generous and prosperous donors
and would likely have had the resources to meet and maintain state and regional
accreditation standards. This letter may help to explain one of the reasons that the
institution was able to get Class A accreditation during its initial accreditation. As
mentioned earlier, financial stability and sustainability was one of the SACS standards.
The maintenance of facilities in good repair was another accredited college standard.
Standards such as this may help to explain the limited number of historically Black
institutions of higher education eligible for Class A accreditation during this time.
The Atlanta University 1923 bulletin strongly mirrors a current education teacher
preparation curriculum. Courses such as psychology, methods of elementary training,
secondary training, pedagogy, school administration, supervision of instruction, teaching
and special methods were included in their program. On pages 8-9 of this bulletin, there
was a clear description of the course of study (curriculum) for the high school (see Table
5), the Normal school (see Table 6), and the college (see Tables 7 and 8). Entrance
requirements for the various levels were included in the bulletin.129 This may provide
further evidence of why this institution was able to receive Class A accreditation during
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its initial accreditation. One of the SACS standard requirements specified the need to
articulate and maintain differences in the various levels of education operated by the
institution. Standard six in the 1921 report to the Commission for SACS states, “A
college should not maintain a preparatory school as a part of its college organization. If
such a school is maintained under the college charter it should be kept rigidly distinct and
separate from the college in student, faculty, buildings and discipline.”130 In addition, the
names of the students for each school were listed at the back of the catalogues,
establishing a further distinction between the schools. Attaining financial solvency would
have allowed the institution to maintain separate facilities for every level of education it
offered.
A statement such as this is telling of the institution’s understanding of its mission.
Atlanta University sought not only to teach and prepare, but also to empower its students
in the process of preparing them to become teachers.
In the 1925-26 Bulletin, a course on classroom management was added to the
curriculum.131 Classroom management is essential to effective teaching. This is also an
act of empowering teachers to be effective. In the 1928-29 Bulletin, an Educational Test
and Measurements course was added to the teacher education program curriculum.132 The
addition of this course becomes more obvious if you compare the differences between
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Table 5. Atlanta University high school (1923)
First Year

Second Year

Third Year

Fourth Year

*English A-5:
Includes Bible A

*English B-5: Includes
Expression A

*English C-3

*English D-4

*Social Science A5: General History

*Mathematics A-5:
Algebra

*Science 8-4: Biology

*Science D-7 (=5):
Physics

Latin B-5: Caesar:
Essential for college or
medical preparation

*Mathematics B-5:
Plane Geometry:
Essential for college
preparation the whole
year. Otherwise
students can take this
one semester and then:

*Social Science C-6:
History of England,
one semester

Social Science B-5:
Civics, one semester

Mathematics C-5:
Commercial
Arithmetic, one
semester

*Latin A-5:
Introductory

*Industrial (Manual
Training, or
Sewing) and Art
(=3)
*Music

Science A-5: Physical
Geography, one
semester
*Industrial (Manual
Training, or Sewing)
and Art (=8)
*Music

*Social Science B-5:
Civics, omit if taken in
Second Year

Mathematics D-5:
Advanced Algebra,
one Semester:
Essential for college
preparation
Bible B-5: Old
Testament, one
semester

Latin C-4: Cicero

*Latin D-4: Virgil

Science C-6 (=4):
Chemistry

Greek-4: Elementary

Mechanic Art A (=4.):
Advanced drawing and
wood working

Sewing and Cooking
each 4 (=2)

*Music: Chorus

Mechanic Arts B
(=4): Advanced
drawing and metal
working
Sewing, Cooking
Art and Basketry,
each 8 (=4):
Essential for normal
school preparation
Social Science D-4:
Elementary
Economics, and
History of Africa
*Music: Chorus

Source: “The Atlanta University Bulletin,” Series II Catalog, “Institutional File 19011922,” in Edward Twichell Ware Records (Atlanta, GA: Atlanta University, 1922-23),
11, No. 51 APR1923, Robert W. Woodruff Library, Archives Research Center, Atlanta,
GA. The courses marked with an asterisk (*) were required of all students.
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4
(½) 4
(½) 4
2
2
1
2
3
3
(½) 2
(½) 2
1
1

(½) 5
(½) 5

2
4

Advanced Arithmetic
Bible

General Methods
Geography and Physiography

Normal Course

Kindergarten-Primary Education
Kindergarten Curriculum

Constructive Materials
Observation
Elementary Science
Child Welfare

Normal Kindergarten Course

4
2

3
(½) 1
1
(½) 1

Source: “The Atlanta University Bulletin,” Series II Catalog, “Institutional File 1901-1922,” in Edward Twichell Ware Records
(Atlanta, GA: Atlanta University, 1922-23), 11, No. 51 APR1923, Robert W. Woodruff Library, Archives Research Center, Atlanta,
GA.

U. S. History and Civil Gov’t
English Grammar
Educational Psychology
Household Arts, and Drawing
Illustrative Handwork and Games
Observation
Rhetoric
Pedagogy
Practice Teaching
Child Psychology
Children’s Literature
Music and Expression
Home and School Sanitation

Required of All

Table 6. Atlanta University Normal school (1923)

Junior

Senior

Table 7. Atlanta University requirements for entrance into the education program
(1923)

Education
Science
Mechanic Arts
Social Science
Foreign
Language:
French
German
Greek
Latin
English
Mathematics
Philosophy
Total

Fresh
1
1
1
1

1
1
1
(1)
(1) (2)
(1)
9

Soph
(2) (3)
2
2
2

Jun. (Sr.)
(4) (5)
(3) 4 5
3
3

1
2

2

2
(2)
3

(3)
(4)

8½

7½

Sen. (Jr.)
(6) (7)
6 (7) (8)
4
4

(4)
(2)
6

Total
open
4
6½
4
4
7

Required
at least
1
1

2
2½
1
31

2
1
1
11

3
2

Source: “The Atlanta University Bulletin,” Series II Catalog, “Institutional File 19011922,” in Edward Twichell Ware Records (Atlanta, GA: Atlanta University, 1922-23),
11, No. 51 APR1923, Robert W. Woodruff Library, Archives Research Center, Atlanta,
GA.133

this and previous bulletins before the 1929-1930 school year.134 Tests and measurements
looks at the skills set of the students. Courses such as these are indicative of progression
to more advanced pedagogical skills.

A Decade of Change
In the Atlanta University bulletin announcements for May 1930, the University
announced its plan to transition all graduate work to Atlanta University and
undergraduate work to Morehouse and Spelman College for an affiliated university plan.
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Table 8. Atlanta University college courses (1923)
College Courses

Description

Psychology

First semester, General. Text: Angell. Second semester,
Educational. Text: Waddell’s Introduction to Child Psychology.
Readings: Thorndike’s Educational Psychology; Robinson’s Mind
in the Making; James’ Talks to Teachers.

History of Education

Texts: Cubberley; Cubberley’s Readings in the History of
Education.

Secondary Education

Text: Principles of Secondary Education by Inglis.

Methods of Elementary
Teaching

Text: .How to Teach the Fundamental Subjects by Kendall and
Mirick; Required readings: The Recitation, by Betts; The
Psychology and Pedagogy of Reading, by. Huey; How to Teach, by
Strayer and Norsworthy. Observation and also practice teaching
required.

High School Methods

Text: Parker’s Methods of Teaching High School Subjects. Visits
and solutions of local problems required. Observation and practice
required.

School Administration

Texts: Bliss’ Standards and Methods for Local Surveys; Perry’s
Management of a City School. Required Readings: Cubbetley’s
Public School Administration; Rugg’s Statistical Methods Applied
to Education.

Supervision of
Instruction

Texts: Mutt’s Supervision of Instruction. Visits and criticisms
required. Discussion of local problems.

Practice Teaching

Stress is laid upon observation, actual practice in teaching, and
frequent conferences with the critic teacher.

Mechanic Arts Courses

For these, which are really a part of our work in Education, see
Mechanic Arts.

Source: “The Atlanta University Bulletin,” Series II Catalog, “Institutional File 19011922,” in Edward Twichell Ware Records (Atlanta, GA: Atlanta University, 1922-23),
11, No. 51 APR1923, Robert W. Woodruff Library, Archives Research Center, Atlanta,
GA.
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This page also described the new curriculum requirements for graduate students across
various departments.135 The institution provided a detailed explanation for this drastic
change in the university structure. Three rationales for the determination of which
courses of instruction would be included in the education curriculum were provided and
included:
1. The expectation expressed in their charter that said that the school would be a
school for the “liberal and Christian education of youth”
2. The historical development of the school in filling the need for the
professional training of teachers
3. To equip students for further professional education at leading institutions.
This University sought to prepare students for terminal degrees and leadership
positions in the field, thereby providing African Americans in the South with the
opportunity to attend graduate school. In addition to the rationales provided by the
school, larger educational trends likely affected this decision.
In The Heritage of American Teacher Education, Lawrence Cremin stated that in
the realm of educational practice, graduate schools assumed leadership during the 1930s.
He further asserted that training school administrators and supervisors became an
important component of doctoral programs.136 African Americans would have to receive
graduate degrees for professional and economic upward mobility in the field of
education. This was extremely important since the racially separate educational systems
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in the South needed competent and trained administrators. Ironically, an unexpected
positive outcome of Jim Crow laws was that they provided some professional opportunity
for progress in education. Jim Crow laws were not only a social movement that affected
education in America, they also affected most areas of life for African Americans.
Cremin said that after World War One, the scientific movement of education
dominated the educational scene. It involved the educational science movement which
included a focus on the art of teaching. Under certification, course requirements differed
among states, but the core courses included history, principles and problems of education,
child development, educational psychology, educational methods, and observation and
practice teaching.137 Although Atlanta University refrained from articulating that attempt
to meet standards, it is clear that they were responding to educational trends.
In September 1930, it was announced that a laboratory school would become part
of the Atlanta University program in conjunction with the University’s department of
education. The expressed purpose was to give students practical observation and training
in teaching methods.138 The following year, another important curriculum change
appeared and was more emblematic of graduate-level work. A philosophy of education
course was added to the curriculum.139 A PhD degree is a doctorate of philosophy for a
particular course of study; therefore philosophy courses are essential for graduate-level
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work. Curriculum changes at this institution were fueled by the needs of the institution
and their students.
Another important addition to the teacher education curriculum was the
incorporation of courses in Administration and Interpretation of Mental and Educational
Tests as well as statistics. Unlike the philosophy course, Administration and
Interpretation of Mental and Educational Tests provided an explicit course description:
“A study of the detailed problems of administration, and the use and interpretation of the
group mental and educational tests.”140 These descriptions informed potential students as
well as stakeholders of the intent to prepare students to serve in higher-level positions
than school teachers.
According to the Encyclopedia of Educational Research, the major purpose for
classroom tests is to assess current levels of achievement.141 Higher education norms may
also have served as a catalyst for the inclusion of courses of this nature. According to
William Coffman, the progressive education movement of the 1930s was characterized
by concern with personality development.142 Petocz and Sowey shared that statistical
methods for testing hypotheses were established in the 1920s and 1930s.143 Further
insight into curriculum modifications for this program may be found in the fact that the
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Iowa Test Programs that tested all high-school students in the state began in 1929 and
soon expanded into national testing programs.144 Atlanta University seems to have
adjusted their teacher education curriculum according to higher educational norms as
well as community and student needs, rather than simply complying to state or
accreditation standards.
A 1934 bulletin announced that a Methods and Materials of Progressive
Classroom course was added to the curriculum.145 Courses on issues with rural education
are included in this bulletin (see Table 9). These courses were designed to help Negro
farmers include issues on farm relief, equipment, tariffs, and governmental relief
measures. By 1935, 14 historically Black colleges appeared on the SACS Approved List
of Colleges and Universities for Negro Youth with Class A accreditation for four-year
colleges and 21 schools attained Class B status. Fisk University in 1930 and Atlanta
University in 1932 were among the 14 that achieved this status and received this
classification at their initial accreditation.146
The State Department of Education wrote a letter dated February 19, 1936, to
President John Hope discussing the Rural courses that the University provided in order to
prepare teachers to deal with the particular issues of teachers who work in a rural setting
with Negro farmers. The Department of Education informed the president that a
committee representing higher institutions for Negroes in the Southern states met and
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Table 9. Atlanta University education curriculum April 1934
No.

Course
Education

501-502
505-506
507-508
510
512
513-514
515-516
517-518
531
532
547-548

Elementary Education
Technique of Teaching in Secondary Schools
Modern Theories of Education
Organization and Supervision of Instruction
Problems in High School Administration
Educational Sociology
Psychology of Elementary School Subjects
Advanced Educational Psychology
Rural Economics
Rural School Administration and Supervision
Seminar in Education

453
454

Anglo-Saxon
Chaucer

Credits
3
3
3
3
3
3
3
3
3
3
3

English
3
3

decided to expand those programs offered at Atlanta University for their respective fields
of health, home economics, and agriculture. According to J. C. Dixon, Supervisor of
Negro Education, a committee representing higher institutions for Blacks in the Southern
states met at Tuskegee Institute during the week of January 6, 1936, to discuss how
certain topics could be adapted to meet the needs of rural teachers. Representatives from
the health, home economics, agriculture, and natural science fields were all represented.
The program, according to the letter, was “designed to train teachers for small rural
schools to use to full advantage school and community facilities for improving home and
farm life.” Institutions of higher education were encouraged to include the courses in
their summer school offerings in 1936.147 Bulletins prior to this time publicized the rural
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education curriculum, but the rural program would be expanded.
By the 1936-1937 Bulletin, introductory courses on the fundamentals, philosophy,
aims, and objectives of the modern curriculum became a part of their curriculum. The
Planning of Curriculum Units for Elementary and Secondary Schools made its maiden
appearance during this time.148 In 1938, plans were outlined for the rural education in
summer schools to be expanded to meet the greater needs throughout the state and came
to the institution in the form of a letter from the state. This education program would be
conducted through either summer schools or seminars. The courses would be offered on a
seminar or committee basis at Atlanta University at the graduate and undergraduate level.
The Supervisory Certificate offered for principals, supervisors, and health and social
workers would receive credit from the State Department of Education.149 This program
was designed to meet the needs of various Black professionals to achieve state credentials
in rural education. Although the state requirements are mentioned, it seems to be
mentioned only to ensure that students achieve the appropriate credentials. State or
accreditation standards were not mentioned much and appear to have been a secondary
goal. Assisting people in achieving their goals seemed to have been tantamount in the
school’s priorities.
Walter D. Cockling, a faculty member at Atlanta University, wrote a report on the
plight of Higher Education for Negroes in Georgia in May 1938. He stated that only three
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four-year Negro colleges were accredited and classified as Class A. Cockling further
asserted, “Georgia Negro colleges have been handicapped by the tenacity with which
they have clung to the classical curriculum.”150 Though the scope of this study precludes
me from checking the accuracy of all the assertions in this document, his facts on the
number of Class A Negro schools during the time the document was produced is
inaccurate. He may have conducted the research several years prior to the release of this
document, but there were more than that number of Negro schools meeting that
accreditation standard at that time. Despite the flaws in his argument, the report indicates
an awareness of accreditation challenges for Negro colleges during that time. The report
is also revealing of the debate between the vocational and classical curriculum in Black
schools during this time.
A letter from the NAACP dated April 19, 1938, was sent to President Rufus S.
Clemens imploring him to attend the National Association (Education) meeting in New
York where the issue of equalization of teachers’ salaries in the South would be discussed
and requesting information regarding the democratic rights of Negro teachers. The
correspondence expressed that the NAACP was anxious to see what support those in the
Negro state associations would receive for their fight for equal salaries in the South. The
fight for equity in teacher salaries with regard to race and gender was a long-fought
battle. In A Brief History of Teacher Compensation, it clearly states that in the late 1800s
and early 1900s, pay differentials were made on the basis of race which contributed to the
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establishment of a pay schedule.151 Receipt of the letter may have implied NAACP
awareness of support that they could receive from this institution. W. E. B. Du Bois
started the NAACP and he also started the Journal of Negro History at Atlanta University
while he served as a faculty member at that institution. It should, therefore, come as no
surprise that the University may have been supportive of the organization. In 1934, the
NAACP embarked upon their “equalization strategy” to confront the Plessy vs. Ferguson
ruling that established separate but equal public accommodations for Black and Whites in
1896. Teacher salary was one of the ways in which they intended to fight against
inequality.152
The excellent caliber of the school was noted. A letter dated December 7, 1939,
by Karl W. Bigelow, Director of the Commission on Teacher Education, was sent to the
President of the school. The correspondence stated how impressed Biegelow was at his
visit to the schools a few years prior.153 In 1939-1940, the teacher education program
added a course on reading problems.154 Reading problems plagued children from all
walks of life, particularly communities like Blacks, with high illiteracy rates. Educational
access was still limited for many Blacks, particularly in the rural South. The inclusion of
this class was likely designed to equip teachers to meet the challenges of their
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community. Detection of literacy issues and intervention strategies would have proven
highly beneficial.

Economic Effects on Blacks and Education
The Negro section of SACS published research articles on a variety of educational
topics. In “Curriculum Offerings in Negro Colleges Contributing to Functional
Citizenship,” D. O. W. Holmes reported on his research findings regarding the
effectiveness of the curriculum offerings in Negro colleges that contributed to “functional
citizenship.” In order to determine this, a survey was sent to the presidents of 109 Negro
colleges. There were two provocative questions in one of the survey sections. One
question inquired, “In your community what general fields of activity are closed to
Negroes by general practice and custom?” The following question added an additional
challenge. It interrogated, “Do you believe that the Negro colleges should refrain from
offering preparations in those fields that are, at present, closed to Negroes?”155 It seems
as if these questions were posed to cause the participants of the study to cogitate on the
role of schools in the fight for racial justice.
Research results were produced by Dwight O. W. Holmes of Howard
University.156 Despite the different experiences of Southern and Northern Blacks,
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discrimination and prejudice were part of their reality. The inclusion of this report and
other articles on race that advocated for equality in education and society at large
highlighted SAC’s insight and awareness of some of the issues Black institutions faced.
The establishment of a safe venue to deliberate these challenges may be an indication of a
level of understanding of the racial challenges these schools faced. Inquiries were made
in another section of the questionnaire about the work being done for the colleges
regarding preparation for certain vocations. Out of the fourteen vocations most
commonly noted, teaching was reported with the highest amount of student averages.157
Research studies from the time period affirm the importance of teaching as a vocation
and education as a vehicle for civic changes. It also highlights the realities of HBCUs to
take a leadership position in advocating for social change.
In another study in the SACS for Negro compilation, Robert C. Weaver, from the
Department of the Interior, wrote an article entitled “Occupational Opportunities for
Negroes.” Weaver addressed members of the Association of Colleges with some
pertinent economic realities surrounding Negroes due to the Great Depression. According
to him, “Out of the depression there came two things: first, the familiar movement of the
displacement of Negro workers, skilled, unskilled, domestic service workers, etc. And
second, we had a reduction in the number of workers throughout industry.”158 Weaver

157

Proceedings: Part 3. Addresses and Panel Jury Discussions, Curriculum Offerings in Negro
College Contributing to Functional Citizenship [1935], Box 24, 35-39; Proceedings of the Twenty-Fifth
Annual Meeting, Box 20, 35-40.
158

Proceedings of the Twenty-Fifth Annual Meeting, Box 20, 53. “Robert C. Weaver served as the
nation’s first Black cabinet member: Johnson’s Secretary of Housing and Urban Development.” “Robert C.
Weaver, ‘The Negro as an American’: June 13, 1963,” AMDOCS: Documents for the Study of American
History, accessed May 11, 2014, http://www.vlib.us/amdocs/texts/weaver.html.

140

stated that the government intended to embark upon a large survey of White-collar Negro
employees for employment and training purposes.159 Employment shifts due to the Great
Depression were not uncommon and it often hit African Americans the hardest.
The Great Depression was a cataclysmic economic event that permeated every
aspect of American life during the 1930s. Fraser reported on Edward Redcay’s findings
that by the 1930s, county training schools were no longer of great importance due to two
significant factors. The Great Depression effectively segregated Southern schools for
Blacks by using the teacher surplus that developed during this time due to a decrease in
employment opportunities, to insist that teachers have at least two years of college-level
programs. In addition, county training schools were being changed into local Black high
schools. He further asserted that although Black high schools were funded with public
monies, they were so poorly funded that it severely disadvantaged the Negro.160
Jacqueline Jones made these observations with regard to the impact of the Great
Depression on Black women. Specifically, most of these women could find only seasonal
or part-time employment; persistent forms of discrimination deprived them of a living
wage no matter how hard they labored and they endured a degree and type of workplace
exploitation for which the mere fact of having a job could not compensate. During the
decade, nine out of ten Black women workers toiled as agricultural laborers or domestic
servants. Various pieces of federal legislation designed to protect and raise the
purchasing power of workers (most notably the National Industrial Recovery Act [1933],
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the Social Security Act [1935], and the Fair Labor Standards Act [1938]) exempted these
two groups of workers from their provisions. In essence, Jones posited that no more than
10 percent of gainfully employed Black women derived any direct benefit from the new
federal policies designed primarily to cushion industrial wage earners against the regular
upturns and downswings characteristic of a national market economy.161
Although women are the focus of her study, she included a commentary on the
impact of the Great Depression on urban workers and Black men. Unlike their country
cousins, urban domestics contended directly with White competitors pushed out of their
factory and waitressing jobs. The agricultural labor system served as a giant sieve; for the
most part, displaced farm families went to the city rather than vying for the remaining
tenant positions. The urban economy had no comparable avenues of escape; it was a giant
pressure cooker, forcing the unemployed to look for positions in occupations less
prestigious than the ones they held formerly or, in the event of ultimate failure, to seek
some form of charity or public assistance. According to Jacqueline Jones, the hardships
faced by Black men, now displaced by White men seeking jobs as waiters, bellhops, and
street cleaners, were mirrored in the experiences of their wives, daughters, and sisters
who had long worked as domestic servants.162 It was even more imperative for Blacks to
have had a good education during those difficult times.
Blacks who received only a certain type of vocational training would likely have
experienced increased economic challenges and opportunities during that time.
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Professional tracks such as teacher education and administration were provided with
more opportunities during the Great Depression. The growth of the American high school
introduced a new paradigm to education in the 1920s. James Fraser asserted that the
growth of the American high school had the greatest impact on teacher preparation in the
twentieth century. America experienced an explosive growth of high schools between
1890 and 1930 when the population doubled. This growth fueled an escalation of the
need for more highly trained teachers who were educated beyond high school. According
to Fraser, Normal colleges capitalized on phenomena to make high-school diplomas an
entrance requirement.163
The previously aforementioned statistics on the increase in literacy rates among
Blacks from Emancipation to the 1930s suggest that demand for Black teachers of every
level increased in conjunction with the national trend. The increase in professionalization
tended to marginalize groups with less access to education such as African Americans.
Though professionalization of the field was an improvement overall, it would set up
barriers to groups that were unable to attain a higher level of employment through other
means. Though vocational schools often had Normal schools for teacher preparation,
students who received liberal arts and classical training would likely matriculate into the
more lucrative professions available only to Blacks. For example, separate medical
facilities existed to meet the needs of Negroes in the South. This necessitated the
preparation of African American medical professionals. Though teacher education overall
was considered less prestigious than other professional fields such as the legal and
medical fields, it was highly regarded in the Black community and, therefore, provided
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them with the opportunity for professional success that would be acquired through
graduate-level education and higher professions within the field of education. The
discriminatory employment restrictions for professional employment potentially
increased the impact of organizations that affected the direction of the curriculum from
which Black teachers matriculated. The attempt by federal and state governments and
accreditors to influence the curriculum of HBCUs would have an enormous impact on the
African American community considering the influence of teachers.

Conclusion
The accreditation process appeared to have been a catalyst for curricula changes
in the teacher education programs at Tuskegee Institute. Bulletins and official
correspondence appear to have been influenced strongly by external entities. Archival
documents from Tuskegee University convey a tone of compliance to rules and
regulations established by state and governmental agencies. The accreditation change of
status from Class B to Class A in a two-year period helps to substantiate the fact that
many curricula changes during that period were driven by the accreditation process. The
difference between Class A and B is the failure to comply with one or more of the
standards. Identification of which standard or standards were lacking was not addressed
in this study, but adequate curriculum changes took place during that time to establish
accreditation as a motivator for many of those revisions. Although governmental, state,
and private organizations urged HBCUs toward the vocational curriculum, the increase in
teacher education requirements because of accreditation including courses such as
psychology, child development, and history ironically seemed to me to have been an
unexpected outcome of a bent toward a more classical curriculum.
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Atlanta University’s archival documents including correspondence and school
catalogues made little reference to meeting the standards and requirements of external
bodies. The explicit and implicit rationale for curriculum changes ranged from student
needs to meeting the needs of the African American community. Standards and state
requirements were rarely referenced in documents from this institution, leading me to
conclude that the accreditation process and external entities were not an impetus for
curricula changes at this institution. Furthermore, this institution received Class A
accreditation from the onset, implying that they had maintained SACS standards and
would have little incentive to modify their teacher education curriculum for the purpose
of meeting SACS standards.
Inadequate evidence surfaced to confirm that teacher education programs were
urged toward a particular curriculum model from accreditation agencies. No mention of
curriculum models was located in the SACS files. Regional accrediting bodies did not
dictate changes in teacher education programs; however, the accreditation movement
influenced state education departments toward improved and prescribed standards for
teacher education. Although more insidious than other agencies, bias, which can be
assumed to be racially inspired, surfaced with reference to accreditation standards.
Endowment and teacher education salary requirements were set extremely high, which
probably precluded entrance by some minority-serving institutions. Palpable prejudice
comes in the form of the outright exclusion of HBCUs and Normal schools. Even when
HBCUs were allowed entrance, they created a separate entity for them. The small
percentage of Black schools that were accredited and received Class A accreditation
further helps to informs us about the racial and social milieu.
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Socially, economically, and politically motivated hegemonic forces influenced
curricula changes. It is clear that HBCUs received large monetary incentives from the
federal and state government as well as private organizations in order to adopt the
Tuskegee-Hampton curriculum model. The state and federal governments gave
significant amounts of money for vocational education training which demonstrates a
strong bias toward that curriculum model for these types of schools. Historically, Black
colleges that received less governmental and state funding were more susceptible to
succumbing to the adoption or modification of their teacher education programs in order
to receive federal and state funding.
Documents confirming receipt of federal funding for vocational education were
discovered at Tuskegee. In a letter dated May 9, 1921, from the State Department of
Education, details were found regarding the amount of state-appropriated funds for
teacher-training in agriculture, trade and industries, and home economics.164 In a
previously stated announcement that the school was debt-free, no mention of state or
federal funding was listed as the reason for this accomplishment. The General Education
Board, Carnegie Corporation, and the Slater Board were some of the donors credited for
their debt-free status.165 Resistance toward the vocational or Tuskegee-Hampton
curriculum model is evident in this institution’s lack of participation in these state and
privately funded programs for this type of curriculum. Atlanta University became a
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graduate school to empower teachers and African Americans to assume further positions
of power in their community and the world.
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CHAPTER 5

SUMMARY AND CONCLUSIONS

The purpose of this chapter is to present a summary and conclusions based on the
findings. The chapter is divided into two sections: summary and conclusions.
According to James Anderson, economic and political oppression provided the
backdrop for the development of Black education.1 William Selden contended that
accreditation is a debate over standards which were initially under local administration.2
The process of accreditation likely affected the curricular choices of historically Black
colleges and universities during the process of their initial accreditation. According to
James Anderson, HBCUs received stark criticism and limited support from their
inception.3Accreditation had the potential to provide either a bridge or a barrier to social
and academic acceptance for minority-serving institutions. With the growing power of
accreditation as it related to higher education (including HBCUs) during that time, it is
important to understand how the accreditation movement affected these types of
institutions. Teacher education programs were one of the most viable and important
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programs in HBCU institutions such as Tuskegee and Hampton.4 The classical
curriculum and the Hampton-Tuskegee vocational curriculum models were commonly
utilized in African American education during the early part of the twentieth century. The
type of curriculum through which these teachers matriculated influenced their social and
political perspective. The lens through which these teachers viewed the world and the
roles of African Americans in the world would help to inform their social and political
pedagogical practices, thereby influencing the communities in which they served. The
accreditation movement was simultaneously gaining momentum and credibility.
The socio-political perspective of the educator was extremely important, given the
influence teachers had in the lives of their students and community. It is critical to discern
the forces and motivations for curriculum adoption and adaptation during the time that
these schools received their initial accreditation due to the potential impact it had on the
African American community. Given these realities, it is critical to ascertain if and how
the Southern Association of Colleges and Schools impacted teacher education curriculum
choices. Furthermore, it is imperative to determine the social, economic, and political
motives of SACS as it related to HBCUs that impacted the teacher education curriculum
at these two schools. HBCUs were prodded to adopt the vocational track. An analysis of
available literature revealed a dearth of historical research regarding accreditation and
historically Black colleges and universities from this historical period. This gap in the
literature justified the need for this study.
It is improbable that accreditation standards were free from social, racial, and
political bias. This study intended to detect whether accreditation was imbued with social,
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economic, or political motivations which influenced the teacher education curriculums of
these two schools. Since both schools offered teacher education programs, it is crucial to
determine the catalyst for changes in these programs. Further investigation sought to
determine whether these changes encouraged schools to adopt a more classical or
industrial curriculum model. Questions then emerged regarding SACS’ involvement in
any drive toward a particular curriculum model for Black schools.
The following hypotheses are the focus of this historical examination.
1. The accreditation process was a catalyst for curricula changes in the teacher
education programs at Atlanta University and Tuskegee Institute.
2. Teacher education programs were urged toward a particular curriculum
model.
3. Social, economic, and political underpinnings prompted curricula changes at
these institutions.

Summary
It is difficult to summarize the findings which were reviewed in chapter 4. The
focus of the inquiry is conveyed in the following research hypothesis:
The accreditation process was a catalyst for curricula changes in the teacher
education programs at Atlanta University and Tuskegee Institute.
The accreditation process was a greater catalyst for curricula changes in the
teacher education programs at Tuskegee Institute than at Atlanta. Findings from analysis
of data from primary source materials such as accreditation and teacher education
curriculum trends led to that conclusion. A preponderance of evidence found in bulletins
and official correspondence from this institution conform to the requirements of external
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organizations. Primary source documents from this HBCU were replete with phrases such
as “meeting state requirements.” Though these may be state-mandated requirements
rather than accreditation standards, the word “standards” were often located in the
documents. It was also previously asserted that regional accreditation agencies agitated
for an increase in educational standards from the states. State Board of Education
standards began to increase. The accreditation status of this institution changed from
Class B to A in a two-year period. During that time, several teacher education curriculum
modifications took place, and because teacher education was a major program in the
school, it suggests that some of the modifications may have been implemented to fulfill
the Class A accreditation requirements.
The difference between Class A and B is the failure to comply with one or more
of the standards. Inadequate data were discovered in order to determine which standard or
standards impeded the school from obtaining Class A accreditation during its initial
accreditation. However, adequate evidence of significant curricula changes which took
place during that two-year period help to corroborate accreditation as a catalyst for at
least some of those changes. Despite being unclear about which standards Tuskegee was
lacking, it is clear that important curriculum changes were made during that time. The
Bachelor of Science degree in Education with majors and minors provides evidence of
the strengthening of the teacher education curriculum. Advanced Psychology made its
debut in the Fiftieth Annual Tuskegee Institute Bulletin: 1930-1931.5 By 1933 a bulletin
made a statement regarding the development of their vocational courses to collegiate-
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level work. The statement asserted that increase of vocational courses to collegiate-level
work was unprecedented and was in direct response to the growing need for teachers and
supervisors of vocational education; yet advancing standards required that these
individuals have the qualifications represented by an academic degree.6 Keywords and
phrases in statements such as “advancing standards require.” Once again words such as
“standards” and “required” were emphasized in the rationale for change at Tuskegee.
Considering the timing of this statement in 1933, it is highly probable that the standards
were a reflection of accreditation standards since that is the year that they received an
upgrade from Class B to Class A in their accreditation standing.
Atlanta University correspondence and school catalogues made few references to
meeting standards and requirements of external bodies. The rationale for curriculum
changes ranged from student needs to meeting the needs of the African American
community. Standards and state requirements were rarely referenced in documents from
this institution, thus leading me to conclude that this was not an underlying motivation
for curriculum change in this institution. Furthermore, this institution received Class A
status in its initial accreditation, confirming that the school had already met SACS
standards and did not need to change for the purpose of meeting accreditation criteria.
Teacher education programs were urged toward a particular curriculum model.
No mention of curriculum models was located in the SACS files. The seventh
principle of college accreditation in 1920 states, “The determination of college standing
should consider things such as the character of the curriculum and the preparation of
students in doing satisfactory work.” This principle which eventually became a standard
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was uniform and applied to all SACS member schools and programs. This connotes a
more objective motive of quality in the curriculum that should be maintained by each
school, rather than preference towards any particular curriculum or educational model.
Social, economic, and political underpinnings prompted curricula changes at
these institutions.
It is imperative to understand and reveal the social, political, and economic
impetus which prompted curricula changes at these institutions. Although accrediting
agencies established standards for quality rather than make recommendations for
curriculum changes, governmental agencies were not quite as objective and balanced. In
1919, Congress passed the Smith-Hughes Vocational Bill to encourage vocational
training in certain states, with certain provisions. Aid was extended to these states to train
agricultural and industrial workers and funded the programs to train teachers for these
subjects. Distributing funds to schools that had a vocational teacher education program
would likely influence some schools toward a curriculum or educational model. The state
and federal government gave significant amounts of money for vocational education
training, which suggests a bias toward that curriculum-model type of education.
Historically Black colleges generally received less than equitable government and state
funding. This deficit in financial support made them susceptible to adopting or modifying
their teacher education programs in order to receive the additional private, federal, and
state funding for vocational education.
Since evidence of comparable Congressional aid being extended exclusively
toward schools with a classical curriculum was not discovered, one can surmise a state
and/or governmental vocational curriculum preference. Werum (1997) posited that
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affluent Southern congressmen pushed the Smith-Hughes Act through to serve the
interest of the rich agrarian elite. In addition, she suggested that this and similar
congressional acts provided little to no benefit to African Americans, but rather enforced
pejorative racial roles.
Social, economic, and political underpinnings of the private philanthropists,
politicians, and accrediting agencies encouraged, if not prompted, curricula changes in
these institutions. Documents confirming receipt of federal funding for vocational
education were discovered at Tuskegee. Tuskegee received a letter dated February 10,
1921, from the state of Alabama which confirmed the state’s participation and the receipt
of federal funds in the amount of $17,500, which the state would match dollar for dollar,
equaling $35,000 for vocational education.7 In addition, the state actually informed the
school in the aforementioned letter that their teacher education program would be
affected due to this new position. The Alabama State Board decided to discontinue the
teacher training course at Tuskegee in July of 1923.8 The length of the discontinuation
becomes irrelevant when one considers the power that the Board wielded in regard to the
teacher education program at this school.
Documents that included a disposition towards standards or requirement
compliance were not discovered at Atlanta University. No mention was made of state or
federal funding as a listed reason for the school’s debt-free announcement to the Board.
A report to the Executive Committee at Atlanta during this time period proclaimed that
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the school was debt-free. The General Education Board, Carnegie Corporation, and the
Slater Board were some of the donors credited for this accomplishment.9 If the institution
was financially beholden to the state or the federal government for funding, then the
pressure for compliance to a vocational educational curriculum may have been
significantly reduced, compared to other institutions that received large sums of state and
federal assistance.
Resistance to the Hampton-Tuskegee curriculum model was evident at Atlanta
University through the maintenance of a strong classical curriculum. Atlanta University’s
commitment to this curriculum is even more impressive in light of the monetary
incentives from the state and federal government as well as private philanthropic
organizations. Social pressure to succumb to the Hampton-Tuskegee curriculum model
would have been expected considering the prevailing norms of the Jim Crow laws in the
South that assumed that Blacks should remain subservient to Whites socially, politically,
and economically. Since the classical curriculum generally sought to prepare Blacks for
all types of professional tracks, including more affluent careers, the school’s endorsement
of this curriculum was a social, political, and economic stance.
Considering the seeming preference of vocational education with regard to
historically Black colleges, it was surprising to find little external pressure for Atlanta
University to adopt or adapt their teacher education curriculum to vocational training. It
also came as a surprise that SACS had a Negro section. This can probably be explained
by the “separate but equal” practices of racial separation in the South. The Negro section
of SACS may have been the organization’s response to allow Blacks in the organization
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while keeping them separate. The tenor of honesty regarding the struggles for equality in
Black schools, which were openly expressed in the SACS documents, however, was
unexpected and refreshing. Separation of the races is an indicator that on some level,
SACS is an endorsement of the social norms of the region. Nonetheless, the organization
allowed for meetings on race and racial progress to take place under the auspices of their
organization. The publication of these meetings is further evidence that they were willing
to listen to or at least remain aware of educational issues related to Black people.

Conclusions
SACS had an enormous influence on higher education in the South. Negro
colleges, like their White counterparts, sought to obtain accreditation as an additional
affirmation of school quality. Accreditation validates an institution’s work. Teacher
education programs were one of the most important programs in Black colleges. Due to
Jim Crow practices, especially in the South, most Black teachers matriculated from
historically Black colleges. As previously stated, Tuskegee Institute had an externalentity focus, that is, an emphasis on compliance and even a conciliatory tone toward
external organizations such as the State Board of Education. Review of a significant
amount of literature covering this time period leads to the conclusion that the teacher
education curriculum modifications at Atlanta University mirrored the changes in higher
education at large, and Tuskegee utilized accreditation to adopt a more rigorous and
academic curriculum than the vocational curriculum prescribed by the designers and
proponents of the Tuskegee-Hampton curriculum model.
By 1935, 14 historically Black colleges appeared on the Approved List of
Colleges and Universities for Negro Youth with Class “A” SACS accreditation status for
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four-year colleges and 21 historically Black schools achieved Class “B” status. Of the 14
schools that achieved Class “A” status, only Fisk University in 1930 and Atlanta
University in 1932 received this classification at their initial accreditation.10 In a two-year
period, from 1931 to 1933, Tuskegee successfully procured Class A accreditation status.
Understanding this process better may shed greater light on why so few Black schools
had attained this level of accreditation status by the mid-1930s. To speculate that inequity
was present in any segment of education would be an exercise in futility, given the racial
dynamics and social norms of the South during this historical period. Race was a factor in
governmental and state decisions which affected social, economic, and political practices.
This research sought to expose the specific ways in which this was accomplished, as well
as how it related to the accreditation process.
This study sought to determine the extent to which accreditation affected the
teacher education program curriculum at Tuskegee Institute and Atlanta University. It
attempted to ascertain whether accreditation encouraged these schools to adopt a
vocational or classical curriculum and to understand the social, economic, and political
motivations related to any curriculum modifications. Based on an extensive review of the
literature and the research findings from archival primary research sources, the following
findings and conclusions were drawn. First, accreditation standards influenced Tuskegee
Institute’s teacher education curriculum. Second, Tuskegee employed the accreditation
movement to strengthen the academic curriculum of the teacher education program,
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which allowed them to avoid pejorative repercussions from not strictly adhering to the
Tuskegee-Hampton curriculum model. Third, accreditation did not influence schools to
adopt any particular curriculum model. Fourth, economic, social, and political realities
provided an impetus for the adoption and maintenance of the Tuskegee-Hampton
curriculum model of the teacher education program at Tuskegee financed through federal,
state, and private funding. Finally, social motivations such as the needs of the AfricanAmerican community and norms of educational practices influenced teacher education
curriculum changes at Atlanta University.
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